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Abstract
Gilewski, Casey Dianna. Ph. D. The University of Memphis. August 2016. Preservice
Teachers’ Beliefs: An Examination of how Educational Experiences Shape Elementary
Preservice Teachers’ Beliefs about Teaching and Learning. Major Professor: Nicole
Thompson, Ph. D.
All preservice teachers enter teacher preparation programs with distinct and unique
experiences that have shaped their beliefs about teaching and learning. Therefore, this
narrative inquiry study was focused on examining how elementary preservice teachers’
educational experiences have shaped their beliefs about teaching and learning. Using
critical theory, social reproduction theory, and Althusser’s state apparatuses (1971) as the
theoretical framework, the researcher interviewed nine preservice teachers from a
southern metropolitan university. Of the nine participants, one participant was
categorized as a traditional student, four were traditional transfer students, and four were
non-traditional students. A demographic survey and life story interviews were conducted
to elicit narratives of their experiences from early childhood to their present student
teaching to determine who or what shaped their beliefs about teaching and learning.
Regardless of their college entry level, findings suggest that the preservice teachers’
beliefs about teaching and learning were shaped by specific people and experiences in
their lives, such as family support or lack of support, positive and negative teachers and
school experiences, field experience prior to teacher preparation, teacher preparation
courses and professors, and student teaching. The only difference among the elementary
preservice teachers was that the non-traditional preservice teachers had life experiences
before teacher preparation that shaped their beliefs about teaching and learning.
Keywords: preservice teachers, beliefs about teaching and learning, social

vi

reproduction, Althusser’s state apparatuses, college entry levels, traditional students,
traditional transfer students, non-traditional students, teacher preparation, elementary
education
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Chapter 1
Introduction
As preservice teachers enroll into a teacher preparation program, most have the
goal of making a difference in the lives of students, to become “agents of change”
(Manuel & Hughes, 2006, p. 16), or to give students what they may not have received as
students themselves (Richardson & Watt, 2005; Richarson & Watt, 2006; Watt &
Richardson, 2007; Watt & Richardson, 2008; Wright & Tuska, 1968). However,
preservice teachers are oftentimes unaware of how their educational experiences have
shaped their beliefs about teaching and learning, and this lack of awareness can be
counterproductive to their goals (Collins, Selinger, & Pratt, 2003; Gore & Zeichner,
1991; Holt-Reynolds, 1992; Joram & Gabriele, 1998; Kagan, 1992). When some
preservice teachers are taught theories, methods, and strategies in their education courses,
they may not see the relevance in what is being taught (McMillian, 1985; Sparks-Langer
& Colton, 1991; Wubbels 1992). Consequently, some preservice teachers may be blind to
their own beliefs about teaching and learning (Holt-Reynolds, 1992; Joram & Gabriele,
1998; Kagan, 1992) and may simply rely on their prior experiences and previous
teacher’s methods, experiences, and beliefs about teaching and learning to make
decisions about what to teach and how to teach in the classroom (Darling-Hammond,
2006; Lortie, 1975; Richardson, 1996). Further, they may think that whatever worked for
them as students will work for their students. This type of thinking can contribute to a
cycle of poor teaching and may lead to social reproduction in schools (DarlingHammond, 2006; Joram & Gabriele, 1998; Lortie, 1975; Richardson, 1996). As a result,
teacher preparation faculty must become aware of preservice teachers’ beliefs about
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teaching and learning by developing ways to help them with their own self-awareness so
that transformation can occur intrinsically through reevaluation or reaffirmation of beliefs
and extrinsically through preservice teachers’ actions and decision making as future
teachers (Anderson et al., 1995; Collins et al., 2003; Joram & Gabriele, 1998).
As a researcher and a graduate teaching assistant in a teacher education program, I
am fit to conduct this study because I can present the findings to the teacher preparation
faculty and administration so that revision can be made to course content to include
critical belief reflection. With this information, guidance regarding beliefs and
educational experiences can be integrated into course content and discussions. Through
this integration, teacher education faculty may become aware of what beliefs and
experiences preservice teachers are bringing into the classroom. Preservice teachers may
also become aware of how their beliefs about teaching and learning have shaped and will
shape the ways they may interact with students in their current and future classrooms.
Theoretical Framework
For this study, the epistemology of constructionism and the theoretical framework
of critical theory were employed. No objective “capital-T truth” exists in the
constructionism epistemology. Instead, meaning and truth are constructed through the
interactions a person has with others and the world around him or her. Due to these
interactions, Crotty (1998) argued that “people may construct meaning in different ways,
even in relation to the same phenomenon” (pp. 8-9). When looking at preservice
teachers’ beliefs about teaching and learning, this epistemological stance was used
because it allowed me as the researcher a way to understand the multiple truths that the
participants deemed to be true about their individual experiences. According to Giroux
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(2009), “critical theory contains a transcendent element in which critical thought becomes
the precondition for human freedom . . . critical theory openly takes sides in the interest
of struggling for a better world” (p. 35). Critical theory also allows for examining how
preservice teachers’ educational experiences shape their beliefs about teaching and
learning and how some of these beliefs can continue the ongoing “political struggle” and
“unbounded asymmetrical power relations” that is currently in place in many schools
(Quantz, 1992, p. 483). Experts asserted that due to these unbalanced power relations in
schools, social reproduction contributes to the ongoing status quo of society that the
current educational system maintains, which allows some individuals to prosper while
disadvantaging others (Aronowitz, 1981; Collins, 2009; Giroux, 1983; Ladson-Billings &
Tate, 1995; Wise, 1968; Wise & Gendler, 1989). Critical theory does not only focus on
understanding “social life” and power relations but to “transform it” and make a
difference in the lives of oppressed individuals (Gannons & Davies, 2012, p. 78). As a
result, this study attempted to develop recommendations that can be used as a means of
programmatic transformation to make a difference in the lives of preservice teachers so
they can be more aware of their beliefs about teaching and learning, which will affect
their future students. With the results, possible changes can be made in teacher
preparation programs to assist teacher preparation faculty and preservice teachers as they
develop a deeper awareness of how educational experiences shape their beliefs about
teaching.
Statement of the Problem
This critical theory narrative inquiry study employed life story interviews and a
demographic information survey with elementary senior level preservice teachers. The
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preservice teachers were enrolled in their last semester before graduation at a
metropolitan university in the southern United States. Using these methods and statuses
of college entry, I attempted to develop an understanding of how these particular
elementary preservice teachers’ educational experiences have shaped their beliefs about
teaching and learning and how these beliefs will affect the way they interact with and
teach students in their future classrooms (Creswell, 2007; Denzin, 1989; Erkmen, 2012).
Research Questions
The purpose of this study was to examine how elementary preservice teachers’
educational experiences have shaped their beliefs about teaching and learning. Three
main research questions guided this study:
1. What do elementary preservice teachers’ believe about teaching and learning?
2. In what ways have elementary preservice teachers’ educational experiences
shaped their beliefs about teaching and learning?
3. How has their participation in a formalized teacher preparation program shaped
their beliefs about teaching and learning?
With these questions, I sought to understand what shaped these particular elementary
preservice teachers’ beliefs about teaching and learning and how these beliefs will impact
how they will interact and teach students in their future classrooms. Furthermore, with
the understanding of these beliefs, I developed recommendations for the teacher
preparation faculty so that potential programmatic changes can be considered.
Significance of the Study
As stated by Giroux (1983), “schools are social sites characterized by overt and
hidden curricula, tracking, dominant and subordinate cultures, and competing class
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ideologies” (p. 260). Conversely, schools are often invested in “reproductions of the
dominant ideology” (Giroux, 1983, p. 257), so the school’s purpose and goal, albeit
oftentimes implicit and covert, is to teach and enforce the knowledge and skills needed to
reproduce and maintain society (Althusser, 1971; Bullough, 1997; Carneiro, 2003). With
this purpose, future teachers are often blind to how individuals are shaped by such a
system. Many preservice teachers continue the cycle of schooling by teaching students
the way they were taught (Darling-Hammond, 2006; Gore & Zeichner, 1991; HoltReynolds, 1992; Joram & Gabriele, 1998; Kagan, 1992; Lortie, 1975). According to
Lortie (1975), this practice is known as a side effect of observational apprenticeship.
Lortie claims that some individuals believe they understand a teacher’s role because they
have observed a teacher while enrolled in school. Due to this belief, these preservice
teachers may continue methods and strategies that are ineffective for their future students
because these methods and strategies were what they observed throughout their
experiences in school (Ross, 1987). Some of these preservice teachers do not understand
the decision-making process of why their teachers instructed the way they did, which
results in a one-sided viewpoint of schooling. As stated by Ross (1987), some preservice
teachers are “passive vessels that give way to the forces of socialization, accepting
without resistance the attitudes, values, and behaviors deemed appropriate by society” (p.
227). Thus, some preservice teachers may continue the cycle of school and social
reproduction because they are unaware of the repercussions of their actions. With
awareness, they can evaluate their beliefs and decision-making processes and develop an
understanding of what and why they are doing what they are doing. Freire (1972, 2005)
and Marx (1961) emphasized the importance for individuals to be conscious and aware of
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what they are doing, why they are doing what they are doing, and how society shapes
them so that they can emancipate themselves if desired (Macedo & Freire, 2005). In
teacher preparation and education, this awareness is commonly enhanced through
reflective teaching (Zeichner & Liston, 1996/2013). As claimed by Zeichner and Liston
(1996/2013, five key features are involved in reflecting on teaching beliefs, practices, and
instruction. A reflecting teacher
1) examines, frames, and attempts to solve the dilemmas of classroom practice;
2) is aware of and questions the assumptions and values he or she brings to
teaching;
3) is attentive to the institutional and cultural contexts in which he or she teaches;
4) takes part in curriculum development and is involved in school change efforts;
and
5) takes responsibility for his or her own professional development. (p. 6)
When determining how preservice teachers’ educational experiences have shaped
their beliefs about teaching and learning, two of these five features are most relevant: “is
aware of and questions the assumptions and values he or she brings to teaching” and “is
attentive to the institutional and cultural contexts in which he or she teaches” (Zeichner &
Liston, 1996/2013, p. 6). These two key features are essential to address when working
with preservice teachers as they become aware of their beliefs about teaching and
learning. Without aiding them in discovering these beliefs and how these beliefs were
developed, some preservice teachers will have difficulty becoming reflective practitioners
and efficient teachers because they will not understand why they are doing what they are
doing and how their beliefs are impacting their classroom environment and culture
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(Zeichner & Liston, 1996/2013). Reflecting about and changing ones’ beliefs is not
something that is easily done (Tabachnick & Zeichner, 1984). Therefore, it is imperative
for teacher preparation faculty to find ways to help preservice teachers become aware and
reflective of how their experiences have shaped their beliefs about teaching and how
these beliefs will impact what they will do in their future classrooms and how they will
interact with students (Collins et al., 2003).
Organization of the Chapters
Chapter 1 has provided a synopsis of the study’s purpose, theoretical framework,
problem statement, research questions, and an overview of the research design, all of
which will be expanded upon in the following chapters. Chapter 2 will provide an indepth literature review that will begin with an overview of the macro and micro theories
employed in the study and a review of current literature on social reproduction,
educational experiences, and teacher beliefs. Chapter 3 will focus on the chosen
methodology, methods, and analysis being used in the study and a statement of the
researcher’s positionality. Chapter 4 will provide a description and timeline for each of
the elementary preservice teachers and the themes identified during thematic analysis will
be provided. Finally, Chapter 5 will focus on a discussion of the themes, the theories, and
the literature presented in Chapter 2. Chapter 5 will also include the implications of the
current study and recommendations for programmatic changes to aid in helping
preservice teachers become aware of how their experiences have shaped their beliefs
about teaching and learning.

7

Critical Concepts Defined
Throughout this study, numerous terms or concepts are used that have multiple or
unclear definitions. Thus, the following definitions are identified to provide a clear and
distinct understanding of the use of terminology that will be employed. The following
terms or concepts are defined: preservice teacher, college entry levels, ideology, beliefs,
educational experiences, state apparatuses, school, and social reproduction.
Preservice Teachers
According to Kennedy (1999), a preservice teacher is a student currently enrolled
in a teacher preparation program who has not previously or currently taught or managed a
classroom of students by him- or herself. During teacher preparation, preservice teachers
are in a unique environment and time in their lives as they are transitioning from being
students to teachers and are attempting to negotiate their environment by learning
methods, strategies, and content to prepare to prepare them to instruct students. For this
study, the specific population of preservice teachers was composed of elementary senior
level preservice teachers enrolled in their final semester of a teacher preparation program
where they were actively involved in a clinical placement working with students.
College Entry Levels
Enrolling in a college or university is done at different times in a student’s life.
These various times are known as college entry levels. The three following definitions
describe these college entry levels: traditional, non-traditional, and traditional transfer.
Traditional students. In the study, traditional students are defined as students
who enroll full-time in a college or university immediately after completing high school.
These students attend the same college or university for 4 to 5 years depending on their
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chosen degree. These students are typically 18 and 19 years of age when they enter
college and between 22 and 24 when they graduate (Dill & Henely, 1998; Justice &
Dornan, 2001; Monroe, 2006).
Non-traditional students. For this study, non-traditional students are defined as
students who have graduated with an associate or 2-year degree, transferred from another
college or university, have a year or more between their high school graduation date and
college entry, or enter, withdraw, and re-enroll into college for numerous reasons, such as
family and financial issues (Cedja & Kaylor, 2001; Dill & Henely, 1998; Ely, 1999;
Justice & Dornan, 2001). There is not a specific age range for these students due to the
varying characteristics.
Traditional transfer students. Traditional transfer students are a specific group
of non-traditional students. By definitions, traditional transfer students are defined as
students who enroll in a college or university immediately after completing high school
but transfer to another college or university to complete or obtain a bachelor’s degree.
Like traditional students, these students take 4 to 5 years to complete their degree, do not
take any time off between high school and college, and are typically 18 and 19 when they
enter college and between 22 and 24 when they graduate (Dill & Henely, 1998; Justice &
Dornan, 2001; Monroe, 2006).
Ideology. Ideology is defined as “a combination of ideas, assumptions, [and]
notions of determined concepts, representations” (Rist, 2003, p. 148). Ideology is the
beliefs or assumptions that individuals deem to be true. There are multiple types of
ideology—dominant and non-dominant. Dominant ideology is considered the “normal”
way of thinking; whereas, non-dominant ideology is seen as alternative and “not normal”
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(Forgacs, 2000; Gramsci, 1992; Sim & Van Loon, 2009). Dominant ideology aligns with
Marx and Engles’ definition of ideology (1969). According to them, ideology is defined
as, “the ideas of the ruling class [that] are in every epoch the ruling ideas . . . The class
which has the means of material production at its disposal has control at the same time
over the means of mental production” (p. 47). This concept is commonly known as
Gramsci’s hegemony where the ruling class has “'cultural, moral and ideological'
leadership over allied and subordinate groups” (Forgacs, 2000, p. 423). Thus, ideology is
controlled by the ruling class and deemed to be the normal way of thinking to the overall
population.
Beliefs
Löfström and Poom-Valickis (2013) defined beliefs as “cognitive representations
comprised of understandings and premises of a phenomenon or of the world around us”
(p. 105). Beliefs are the ways in which a person determines things to be true about his or
her world based on their experiences (Abelson, 1979; Nespor, 1987). Beliefs are based on
an individual’s experience and opinions and are not verifiable (Löfström & PoomValickis, 2013; Richardson, 2003). Although an individual may be reluctant to change his
or her beliefs even when presented with evidence that his or her claim is inaccurate
(Löfström & Poom-Valickis, 2013; Murphy & Mason, 2006; Richardson, 2003), beliefs
can be changed if the individual becomes aware that his or her beliefs are invalid and
makes a conscious decision to change his or her current belief systems (Abelson, 1979;
Collins et al., 2003; Löfström & Poom-Valickis, 2013; Nespor, 1987).
Beliefs about teaching and learning. Due to beliefs being developed based on
preservice teachers’ experiences about the world, beliefs about teaching and learning are
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mostly developed through the period that preservice teachers are students in school
(Darling-Hammond, 2006; Lortie, 1975). Yet, these beliefs can also be developed
through their experiences with the environment and communities (Althusser, 1971;
Crotty, 1997). In the school environment, beliefs about teaching and learning are
developed through observations conducted during their experiences as students and are
contrived through their interpretations and opinions of the educational situations
(Löfström & Poom-Valickis, 2013; Lortie, 1975; Richardson, 2003).
Teaching
Teaching is the give and take process where individuals supply others with
information and skills (Dewey, 1933; Noddings, 2003). When combined with beliefs,
beliefs about teaching are what a preservice teacher believes about the subject or skill
being taught and how the curriculum and content should be taught to students.
Learning
Learning is the process of obtaining knowledge or skills through direct
instruction, drill, practice, studying, or experience (Dewey, 1933; Noddings, 2003).
While teaching is the primary method for learning in schools, Dewey (1933) noted that
not all teaching produces learning. Instead, learning is the process of the learner “buying”
what the teacher is “selling” (p. 9). In regard to beliefs, beliefs about learning are what a
preservice teacher believes about how students gain knowledge through practice,
investigation, studying, or the instruction of the teacher.
Educational experiences. Experience is the way in which individuals learn from
the world around them (Rousmaniere, 2004). Thus, educational experiences are processes
that one has while learning new skills or ideas. These experiences are not limited to a
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school environment because learning can take place in many different environments and
from the people in which individuals interact (Crotty, 1997).
State Apparatuses
An apparatus is an institution or organization that manages or operates something
(Althusser, 1971). Therefore, state apparatuses are organizations or systems that maintain
and control a population of people in a given state or location (Althusser, 1971). State
apparatuses are a concept developed by Louis Althusser (1971). He contended that two
superstructures maintain the order of society: the repressive apparatus (RSA) and the
ideological state apparatuses (ISA). These two definitions follow.
Repressive state apparatus. According to Althusser (1971), the RSA is
composed of the government that controls and ensures that policies are enforced. The
RSA consists of organizations such as the government, political organizations, police,
and the military.
Ideological state apparatuses. In contrast, the ISA are composed of eight
institutions or structures that influence an individual’s ideas, beliefs, and assumptions
about the world (Althusser, 1971; Rist, 2003). The eight ISA are religion, education,
family, legal, political, trade-union, communication, and cultural.
School
By definition, school has multiple meanings, such as a place where students
receive instruction or the act of teaching and learning (Goodlad, 1984). For this study,
school, whether public, private, or home, will refer to the institution or organization
where instruction, teaching of curriculum, and learning take place. According to Giroux
(2001), schools are political institutions that reinforce the current dominant society.
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Consequently, schools are known as organizations “where educational ideologies are
performed to maintain the existence of dominant cultures” (Kentli, 2009, p. 87). Schools
are places where citizens of a particular country go so that they can become productive
members of that society. Schools, in general, are not necessarily institutions that promote
equality and equal opportunities for all, but could be considered places that perpetuate
social inequality based on class, race, and gender (Collins, 2009; Giroux, Giroux, &
Penna, 1979).
Social Reproduction and Social Reproduction in Schools
Social reproduction is a concept derived from Marx who stated “every social
process of production” is “a process of reproduction” (pp. 531-532). Thus, “capitalist
production . . . produces not only commodities, not only surplus-value, but it also
produces and reproduces the capitalist relation, on the one side the capitalist, on the other
the wage- labourer”(1969, pp. 531-532). Marx’s social reproduction claimed that as
commodities were being produced, individuals involved in the process were also being
produced to play a specific part in the process and society (Giroux, 1983; Marx, 1969;
Sim & Van Loon, 2009; Singer, 1980). During schooling processes, children are
indoctrinated with the “rules of good behaviour” that are needed to maintain the status
quo of society (Althusser, 1971). Therefore, they are engulfed in the societal machine and
made to follow the rules of societal order (Giroux, 1983; Kentli, 2009).
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Chapter 2
Theory and Literature
Chapter 1 was developed to provide an overview of the purpose, theoretical
framework, and research design of the current study examining how elementary
preservice teachers’ educational experiences have shaped their beliefs about teaching and
learning. Chapter 2 will provide a detailed explanation of the theoretical framework and a
review of the literature that applies to the goals of the current study. The theoretical
framework of critical theory guided this study and was supported by literature on social
reproduction theory, Althusser’s state apparatuses, educational experiences, and the
teacher and preservice teacher belief studies outlined in this chapter.
Macro Theory
In qualitative research, the word theory has multiple meanings. In this instance,
theory will be defined as a way to investigate facts or phenomena (Egbert & Sanden,
2014). It is “a way of looking at the world” to uncover an objective “capital-T truth or
multiple little-truths” (Bogdan & Biklen, 2002, p. 22). When uncovering Truth or truths,
a researcher must choose a theoretical framework. A theoretical framework helps the
researcher determine what to measure and what relationships to look for so that he or she
can attempt to understand the problem (Egbert & Sanden, 2014). For this study, critical
theory was the guiding framework and undergirded the research. This section will
provide an overview of critical theory and an explanation of how it applies to this study.
Critical Theory
Critical theory aligns with the constructionism epistemology because it indicates
that humans construct their meaning from interacting with their environment and with

14

other individuals, which results in each individual having different truths about their
world (Crotty, 1998; Preissle & Grant, 2004). Constructionism and critical theory align
because critical theory focuses on the socially constructed ways in which individuals and
cultures create and maintain certain kinds of relations. Specifically, critical theory
focuses on social injustice (Crotty, 1998; Gannon & Davies, 2012), the emancipation of
the oppressed (Crotty, 1998; Gannon & Davies, 2012), and the struggle around
unbalanced power relations (Quantz, 1992). The purpose of critical theory is not only on
understanding social life but also on changing it and allowing the possibility for things to
be different (Gannons & Davies, 2012).
Critiques of critical theory. Although critical theory focuses on emancipation
and social injustice, it is still critiqued by others. Critical theory is criticized for three
main reasons: being idealistic, being Eurocentric, and being too focused on class and not
on intersectionality (Crenshaw, 1991; Crotty, 1998; Gannon & Davies, 2012; Giroux,
2009; McCall, 2014; Quantz, 1992; Sim & Van Loon, 2009).
Critical theory may be interpreted as idealistic and utopic because it is an
ideology that strives for equality; whereas, current society is not built on equality. Due to
this focus, critics argue that critical theory is looking to create an unrealistic, utopian
society that is not possible (Crotty, 1998; Quantz, 1992). To achieve this idealistic utopia,
a complete overhaul of society would have to occur. Conversely, a complete change of
society is difficult to achieve because it would disrupt the “norm” of society that some
people want to maintain. Furthermore, an idealistic utopia strives for perfection.
Perfection is subjective because each individual has his or her ideas of what perfection is.
Therefore, the goal of equality may never be achieved.
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Critical theory is seen as Eurocentric because it is based on white, male, European
ideals which do not understand or value other cultural contexts such as gender, race, and
ethnicity (Crotty, 1998; Giroux, 2009; Sim & Van Loon, 2009). Consequently, critical
theory is negatively viewed because it does not consider other factors that play into
power relations that are outside of the realm of these European ideals. Because of these
white, male, European ideals, critical theory does not account for differences amongst
individuals; therefore, it lacks intersectionality.
Critical theory is also critiqued for being overly focused on class and not on
intersectionality—the ways in which class intersects with race, gender, nationality,
language, and sexuality (Crenshaw, 1991; McCall, 2014). Class is a repercussion of
capitalistic societies where certain people are privileged based on their class, race,
gender, nationality, language, or sexuality; therefore, it is deeply embedded in critical
theory’s focus and goals (Crenshaw, 1991; McCall, 2014). Because of the lack of
intersectionality, critical theory has expanded in the form of critical race theory,
feminisms, and queer theory so that all different types of categories and individuals are
included and not just white males.
Giroux (2009) argued that, despite valid critiques of critical theory, it is still
valuable because it “highlight[s] the centrality of human agency and struggle while
simultaneously revealing the gap between society as it presently exists and society as it
might be” (pp. 46-47). Critical theory shows a gap exists in what currently is and focuses
on how differences can be made in the lives of the oppressed. With this focus, critical
theory allows the possibility for things to be different (Gannons & Davies, 2012).
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Critical theory’s relevance to the current study. Critical theory has multiple
uses when identifying how preservice teachers’ educational experiences shape their
beliefs about teaching and learning. As mentioned above, critical theory focuses on social
injustice, the emancipation of the oppressed (Crotty, 1998; Gannon & Davies, 2012), and
the “ongoing political struggle around the meaning given to actions of people located
within unbounded asymmetrical power relations” (Quantz, 1992, p. 483). Critical theory
is useful because it provides the foundation for understanding how preservice teachers’
educational experiences have shaped their beliefs about teaching and learning. Given
critical theory’s focus, it can be used to help transformation occur at the higher education
level. With course revision or addition, a difference could be made in the lives of the
preservice teachers and their future students because the preservice teachers may become
more aware of their beliefs and can emancipate themselves and students based on this
awareness. Without teaching preparation faculty aiding in their awareness process,
preservice teachers may continue the cycle of bad teaching and social reproduction in
schools because they may remain unaware of how their educational experiences shaped
their beliefs about teaching and learning, which impacts the way they teach and interact
with students in their future classrooms (Collins et al., 2003; Gore & Zeichner, 1991;
Holt-Reynolds, 1992; Joram & Gabriele, 1998; Kagan, 1992).
This section explained the theoretical focus and macro theory—critical theory—
that was used throughout the current study. This theory was used to align all other aspects
of this study: methodology, methods, analysis, interpretations, representation, and
conclusion. The next section goes more in-depth into the study, as it describes the micro
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theories—social reproduction and Althusser’s state apparatuses—that were used and how
these theories connect to the macro theory and study focus.
Micro Theory
A micro theory or mid-level theory is discipline and subject specific to the study,
and must align and support the macro theory (Egbert & Sanden, 2014). Althusser’s State
Apparatuses (1971) and social reproduction theory (Giroux, 1983; Marx, 1969; Sim &
Van Loon, 2009; Singer, 1980) were chosen for this study because these theories align
with critical theory and help to explain how preservice teachers’ beliefs are often
transferred to the students with whom they interact and how this continues the cyclic
nature of society (Gore & Zeichner, 1991; Holt-Reynolds, 1992; Joram & Gabriele, 1998;
Kagan, 1992; Lortie, 1975). The cycle of society, known as the status quo, often occurs
because students’ beliefs about their role in society are being reinforced and reaffirmed
by their educational experiences (Althusser, 1971; Aronowitz, 1981; Giroux, 1983). The
next section describes social reproduction theory and Althusser’s state apparatuses and
how these relate to the study.
Social Reproduction Theory
Social reproduction, also known as the concept of reproduction, was a theory
developed by Marx (1969) who stated “every social process of production [is] a process
of reproduction. Capitalist production . . . produces not only commodities, not only
surplus-value, but it also produces and reproduces the capitalist relation, on the one side
the capitalist, on the other the wage-laborour” (pp. 531-532). Marx claimed that while
products were being produced, the individuals involved in the process of creating these
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products were also being produced to play a specific role in society (Giroux, 1983; Marx,
1969; Sim & Van Loon, 2009; Singer, 1980).
Capitalist societies work like a machine where all members of society play a
specific role (Giroux, 1983; Marx, 1969; Sim & Loon, 2009). In the societal machine,
three main function groups work like gears to maintain society: the exploited, the agent
of exploitation, and the agent of repression (Althusser, 1971). The exploited or lowgrade workers are individuals who are exploited by performing a task or skill for others
(Althusser, 1971; Walton, 2012). The agents of exploitation, such as capitalists and
managers, are individuals and organizations who exploit or manage the exploited group
so that others may benefit from their work (Althusser, 1971; Walton, 2012). The agents
of repression, such as government agencies and religious organizations, are individuals
and organizations that maintain society by giving and enforcing rules and manipulating
ideologies. Their purpose is to prevent others from changing their status or work and to
maintain the current societal hierarchy (Althusser, 1971; Walton, 2012). In a capitalist
society, all of these gears must function as one or the machine will not function properly.
For this reason, if one gear or function group malfunctions by removing itself from the
machine, the capitalist society will not function properly (Althusser, 1971; Walton,
2012). While all groups are needed to maintain society, the exploited group is the most
valuable because it produces commodities that maintain society and social hegemony
amongst the groups (Jonsson & Beach, 2012; Parker, 2007). However, the agent of
exploitation is just as used as the exploited group, but in different ways (Althusser, 1971;
Sim & Van Loon, 2009; Walton, 2012). For instance, the agent of exploitation, such as
managers and capitalists, are groomed to oppress the exploited by having them maintain
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their status and production quota. By doing so, the agent of exploitation is, in turn, being
oppressed to maintain their status because the agents of repression need them to maintain
and manage the exploited group. The only difference between the exploited and the agent
of exploitation is that the agent of exploitation is still able to maintain an acceptable
means of living, whereas the exploited may have difficulty living comfortably. Without
the exploitation of both classes, the agents of repression would not be able to maintain
their control of the social hierarchy via social reproduction and state apparatuses
(Althusser, 1971; Walton, 2012). This concept will be later expanded in the literature
review under the section of social reproduction in schools to show the link between the
theory and its relevance with the current study.
Althusser’s State Apparatuses
Althusser (1971) defined the notion of state apparatuses and contended that they
continue and aid in the reproduction of society. The capitalist government or state is
made up of organizations and individuals that maintain and perpetuate the status quo of
society (Althusser, 1971). These organizations and individuals are focused on keeping the
agent of repression in power. The agent of repression does not want its current status to
be changed or challenged, so it ensures control is maintained through these apparatuses.
Therefore, the state continues the reproduction of power that enforces the “reproduction
of skills” and “submission to the rules of the established order” (Althusser, 1971, pp.
132-133). Althusser (1971) referred to this as the societal machine that continuously
creates the same types of producers to maintain the current society—the exploited, the
agent of exploitation, and the agent of repression. In the present social hierarchy, the
agent of repression is at the top of the hierarchy pyramid where it gives orders, enforces
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rules, and transmits the dominant ideologies to the agent of exploitation and the
exploited. To maintain order and control of society, the agent of repression needs the
agent of exploitation to manage and manipulate the exploited by having them produce
products for the society so that all classes are satisfied, and so that ideological hegemony
is maintained without the use of force (Giroux, 2009). To create this ideological
hegemony, the agent of repression is involved in all cultural institutions or Ideological
State Apparatuses (ISA) so that it can transmit beliefs to the classes to maintain society’s
status quo (Althusser, 1971; Aronowitz, 1973; Enzenberger, 1974; Ewen, 1976; Giroux,
2009). Without maintaining the current groups, the hierarchy pyramid would crumble,
and revolution would occur (Marx, 1969). Maintaining and reproducing this hierarchy
causes the state to be divided into two “superstructures” (pp. 134-139): the Repressive
State Apparatus (RSA) and the Ideological State Apparatuses (ISA). The RSA is
composed of the government that rules a nation and ensures that policies are enforced. In
contrast, the ISA are composed of eight institutions or structures that influence an
individual’s ideas, beliefs, and assumptions about the world (Althusser, 1971, Rist,
2003). These eight ISA are religion, education, family, legal, politics, trade-union,
communication, and culture. The ISA is beneficial to the agents of repression because
each apparatus is easily manipulated to meet the agents’ of repression needs (Althusser,
1971; Aronowitz, 1973; Enzenberger, 1974; Ewen, 1976; Giroux, 2009). ISA contribute
to the oppression endured by individuals whose lives are dictated and determined by the
maintenance of the status quo.
How RSA and ISA impact knowledge and education. According to Althusser’s
State Apparatuses theory, with these two superstructures, the RSA and the ISA, all
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aspects of society are manipulated to meet the needs of the agents of repression
(Althusser, 1971; Aronowitz, 1973; Enzenberger, 1974; Ewen, 1976; Giroux, 2009).
Through social reproduction, the same types of individuals and groups are created, and
education plays an important part in this process.
In the United States, all citizens are required to attend school until a certain age
(see National Center for Education Statistics, 2015a) (Katz, 1976; Lleras-Muney, 2001).
Thus, their primary source of knowledge is easily manipulated (Althusser, 1971;
Aronowitz, 1973; Enzenberger, 1974; Ewen, 1976; Giroux, 2009). Experts suggest that
all citizens are taught an academic and hidden curriculum (Dreeben, 1968; Giroux, 2001;
Lynch, 1989; Margolis, 2001; Vallance, 1973). The academic curriculum is the skills citizens

need to master to be successful after their K-12 education, while the hidden curriculum
helps them to determine their place in society and the social norms of how to behave in
society (Kentli, 2009). In these terms, controlling knowledge is a source of power
(Foucault, 1977; 1985). Experts argued that power is not something that can be taken or
demanded (Fillingham, 1993; Foucault, 1977, 1985; Giroux, 1981; Sim & Van Loon,
2009). It is something that is not easily obtained without manipulation. This manipulation
is often done without a person knowing that manipulation is taking place. Althusser and
proponents insisted that because knowledge is a source of power, the agent of repression
is involved in the educational system because it can transmit specific beliefs, values, and
norms to the students and faculty in schools so that it can continue the current social
hierarchy of U.S. society (Althusser, 1971; Aronowitz, 1973; Enzenberger, 1974; Ewen,
1976; Giroux, 2009).
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Regarding preservice teachers, it is important to examine how experiences have
shaped their beliefs about teaching and learning because preservice teachers are a product
of the educational system and need to understand how they were shaped by such a system
(Joram & Gabriele, 1998; Lortie, 1975). Unfortunately, many preservice teachers are
unaware of how their experiences in school and society have shaped their beliefs about
teaching and learning, which will greatly impact how they interact with students in their
future classrooms (Creswell, 2007; Denzin, 1989; Erkmen, 2012).
Literature Review
In this section, a review of relevant literature related to this study will be
provided. Research surrounding the topic of social reproduction in schools is first
explored. Then, the research on Althusser’s state apparatuses is examined. Finally, the
literature review concludes with research on educational experiences and teacher or
preservice teacher beliefs.
Social Reproduction in Schools
Starting in the late 1800s, there was an overwhelming growth of immigrants in
United States’ cities, resulting in an increase in poverty and crime (Katz, 1976). To
alleviate these issues, common schools were formed with the mission of eliminating the
“evils of ignorance, crime, vice, and aristocratic privilege” (Katz, 1976, p. 15). The goal
of schooling was to educate the masses1 and transform them into productive contributors
to society. The schools’ mission was to maintain social control and promote assimilation
through its curriculum and teachings. Attendance was difficult given that it was not

1

The masses and general population refers to the dominant population of that specific period of time.
During the late 1800s and early 1900s, this would refer primarily to the white male population. Therefore,
educating other ethnicities and races was not a priority to the federal, state, and local governments (Katz,
1976).
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required and industries wanted child laborers. Consequently, states began passing
compulsory laws that required attendance in schools (Katz, 1976; Lleras-Muney, 2001).
Even with this law, attendance was still difficult to maintain because there was no official
record keeping system. As a result, the compulsory school law was revised to monitor
attendance through the use of guidelines and rules, truancy officers, a school census, and
attendance officers (Katz, 1976; Lleras-Muney, 2001).
During this time, the general white population thought that schools were places
where students could grow to be successful in school or society (i.e., moving up class) if
they had talent and worked hard (Coleman, 1966; Collins, 2009; Jencks, 1972). Through
the years, this belief has been proven to be untrue by many scholars (Althusser, 1971;
Coleman, 1966; Collins, 2009; Giroux, 1983; Jencks, 1972; Jonsson & Beach, 2012).
Instead of providing opportunities for everyone to advance in life, schools have been
proven to be a place that stifles movement in socioeconomic status (Giroux, 2099;
Ladson-Billings & Tate, 1995) and reinforces the “discursive construction, ideological
justification, normalization, and social reproduction” of the exploited class, which
reinforced the work of Althusser (Jonsson & Beach, 2012, p. 3). For instance, Collins
(2009) stated that Althusser’s work had an early influence on social reproduction in the
field of education as it “conceptualized the school as an agency of class domination,
achieving its effects through ideological practices that inculcated knowledge and
dispositions in class-differentiated social subjects, preparing them for their dominant or
dominated places in the economy and society” (p. 35). Scholars insisted that even though
the general white population thought schools offer a way to improve one’s status, in
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reality, schools reproduce the workers that society needs to maintain the status quo
(Althusser, 1971; Coleman, 1966; Collins, 2009; Giroux, 1983; Jencks, 1972).
With Althusser’s apparatuses as a springboard, many scholars began to study
social reproduction in schools. In Schooling in Capitalist America (1976/2011), Bowles
and Gintis found school curriculum, classroom procedures, and rules mimicked the social
norms that segregated individuals based on social class and backgrounds. Thus, schooling
in this manner gave knowledge and instruction to the individuals based on their destined
class role in society (Collins, 2009). Even though Giroux (1983) critiqued this work by
stating the author’s theory was conceived outside of schools and classrooms, it was
confirmed by other scholars who did conceive their theories in the classroom (Anyon,
1981; Carnoy & Levin, 1985; Oakes, 1985). In Reproduction in Education Culture and
Society, Bourdieu and Passeron (1970/2015) determined that forms of capital—
economic, cultural, and social—reinforce social reproduction in schools and society. One
of the causes of social reproduction was access to materials and resources (Bourdieu &
Passeron, 1970/2015; 1977; Collins, 2009; Giroux, 1983; Levinson & Holland, 1996;
Savage, 2011). Regarding access to materials, other scholars have explained how this
topic relates to critical race theory. Ladson-Billings and Tate (1995) stated “property
relates to education in explicit ways” because more affluent areas have higher property
values which account for more resources in the schools (p. 53). These affluent
communities “resent paying for a public school system whose clientele is largely nonwhite and poor,” which in turn continues the cycle of inequality and social reproduction
(Ladson-Billings & Tate, 1995, p. 53). Those people with higher forms of capital believe
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they “are entitled to ‘better schools’” and this belief is a leading cause of inequality
amongst students (Ladson-Billings & Tate, 1995, pp. 53-54).
Although Bourdieu and Passerson’s (1970/2015) and Bowles and Gintis’
(1976/2011) prior work identified theories to understanding the problem of social
reproduction, their work did little to change the problem of social reproduction as they
did not observe what was occurring in schools and society (Collins, 2009; Giroux, 1983;
MacLeod, 1987). Later scholars began to focus more on describing the problem of social
reproduction by conducting fieldwork to see what was happening in schools and society
(Apple, 1982, 2004; Carnoy & Levin, 1985; Foley, 1990; Willis, 1977/1982). Apple
(1982, 2004) conducted sociological case studies and educational ethnographies that
focused on class conflicts in relation to school and society. Through the use of case
studies and ethnographies, Apple was trying to show how the conflicts amongst classes
filtered into schools. He found that these conflicts impacted how students were
determined their allotted role in society. In Willis’ Learning to Labor (1977/1982), he
used observation methods to examine a group of working-class English males to see how
they functioned in the school environment and ideologically. He found they resisted
school ideology by failing classes, being disruptive, partying, fighting, degrading
minorities, and oppressing women. Thus, they were projecting their status in society in
their mannerisms at school. In McRobbie’s (1978) Working Class Girls and the Culture
of Femininity, she used ethnographic methods to explore issues of class and sexuality to
hypothesize about domination associated with being a working-class girl and the doublesidedness of what it meant to be a good girl at school when it came to femininity. She
identified that these working girls disengaged from school, ignoring that education could
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change their class status. Instead, they allowed themselves to be subordinate to men. In
Willis’s (1977/1982) and McRobbie’s (1978) studies, data showed social reproduction
was formed not only by the schools but also by outside factors, such as parents, ideology,
and social relations. Accordingly, these students mimicked their parents and social class
peers through their practices, attitudes, and academic failure in schools.
Like Apple (1982), Carnoy and Levin (1985) focused on the impact of school on
social reproduction. They asserted that schools were instruments of class domination and
inequality, expanded on Apple’s research methods by using ethnographies to understand
social reproduction on students in different class communities in California. In this study,
they determined many different factors impact social reproduction, including teacher and
parental beliefs about relevant real world knowledge, dispositions, and classroom
curriculum. Lareau (1989) continued this work in Home Advantage by focusing on
families. In her work, she analyzed how the different classes’ views about education
shaped students’ educational experiences. She found middle-class students’ parents,
especially mothers, were more involved and stressed the importance of school, whereas
working class parents were not as involved, possibly leading their students to be less than
adequate in the school setting. Extending the work of Lareau, Foley (1990) studied the
social hierarchies at a Texas high school, focusing on how schools often reinforce
dominant culture and practice and reproduce social inequality. He found class relations to
be more prominent than ethnicity. He also reported that Anglo and Chicano students
would adapt to the situation that was presented and choose the way they wanted to be
represented while working-class students resisted by being passive or confrontational.
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Ultimately, these studies illustrate how schools are political institutions embedded
with the ideologies—ideas, values, and beliefs (Rist, 2003)—of the dominant culture or
group that reinforce the current status of society (Giroux, 2001; Kentli, 2009). Due to
schools being embedded with ideologies of the dominant class, scholars claimed that
schools “mediate and legitimate the social and cultural reproduction of class, racial, and
gender relations in dominant society” (Kentli, 2009, p. 87). They found schools to be
places that teach students the norms, skills, and content needed to reproduce society so
students can enter the workforce in their allocated role and the social hierarchy is
maintained (Althusser, 1971; Giroux, 2001; Giroux et al., 1979). To maintain society, the
process of hegemony is critical. The purpose of hegemony is to make the non-dominant
classes of society believe the ideology of the dominant class is the only way of thinking
(Sim & Van Loon, 2009). With the help of the RSA (i.e., the government), the dominant
class embeds school curriculum and procedures with ideology to help maintain the
current social hierarchy. The RSA uses ideology (i.e., the ISA) to get non-dominant
classes to believe in the dominant ideology (Althusser, 1971; Collins, 2009; Giroux,
2001; Giroux et al., 1979; Kentli, 2009).
How Social Reproduction and State Apparatuses Shape the Educational System
As stated by Althusser (1971), “one ISA certainly has the dominant role, although
anyone lends an ear to its music: It is so silent! This is the School!” (p.146). In education
and schools, ISA are woven into the fabric of the educational system. According to
Giroux (1983), “schools are social sites characterized by overt and hidden curricula,
tracking, dominant and subordinate cultures, and competing class ideologies” (p. 260).
Giroux insisted schools are invested in “reproductions of the dominant ideology” (p.
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257). Many scholars agreed the school’s purpose and goal, albeit often implicit or covert
is to teach and enforce the knowledge and skills needed to reproduce and maintain
society (Bullough, 1997; Carneiro, 2003; Giroux, 1983; Giroux, 2001; Giroux et al.,
1979; Kentli, 2009). In current times, children residing in the United States are required
to attend school for a specific set of time depending on their circumstances (i.e., health
and religion) (see National Center for Education Statistics, 2015a). Whether the school is
public, private, or home, during this time students are indoctrinated with the “rules of
good behaviour” that teach them the appropriate or normal way to act and think in society
(Althusser, 1971, p. 146; Giroux, 1983; Kentli, 2009). For instance, while the majority of
U.S. students are enrolled in public schools (National Center For Education Statistics,
2015b), some students are home-schooled or attend a private school for religious, moral,
family, or ethical reasons; therefore, these students are learning the behaviors and beliefs
of this specific setting while also learning the set curriculum of their state or county
(Green & Hoover-Dempsey, 2007). Regardless of the school type, it is during this critical
time that children determine their place in the world or society. Even so, many teachers
are unaware of this hidden side of education because the majority of teachers believe they
are “active agents of change” (Manuel & Hughes, 2006, p. 16) where they are making a
difference in students’ lives through the “transformative power of education” (Manuel &
Hughes, 2006, p. 20; Watt & Richardson, 2008). The hidden side of education can hinder
teachers from being this “agent of change” because they are often marginalized and not
allowed to do so (Giroux, 1983; Kentli, 2009; Manuel & Hughes, 2006). As previously
discussed, Althusser (1971) proposed there are two superstructures at play in the
maintenance of society—the Repressive State Apparatus (RSA) and the eight Ideological
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State Apparatuses (ISA). While all of these ISAs shape the educational system, some are
more dominant and overlap. As a result of this overlap and dominance, the literature
review will only address the RSA and the ISAs of legal and education because the other
apparatuses can be discussed through the focus of these three.
State apparatuses—legal and government. According to Althusser (1971), the
RSA is the government that rules the state and ensures policies are enforced. For this
reason, by current law in the United States, students residing in the United States must
attend school for a specific amount of years—depending on the state and the student’s
circumstances (see National Center for Education Statistics, 2015a). Some scholars
insisted that school, regardless of the type (i.e., public, private, home-school, or charter),
does not benefit all students and families due to the top-down model where all students
receive the same instruction, curriculum, and standardized assessments instead of the
individualized instruction they might need (Ernest, Heckaman, Thompson, Hull, &
Carter, 2011; McNeil, 2003). While homeschooling and special education may provide
opportunities for more individualized instruction, it is still required by law to teach a
specific curriculum and to give a standardized assessment to measure students’ learning
(HSLDA, 2016). Due to the RSA dictating that students are to attend school, the legal
ISA has a strong impact in schools. As dictated by the compulsory schooling law, parents
are required to send their students to schools or to find alternative methods of providing
their children with curriculum instruction (Katz, 1976; Lleras-Muney, 2001). In turn,
these students are becoming productive members in the societal machine in which they
will play their part in society. Thus, the students who do not fit the mold of traditional
schooling are still forced into a role of either the producer or the exploited to fuel the
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societal machine (Althusser, 1971; Labaree, 2004).
Ideological state apparatus—educational. The educational ISA is an extremely
powerful ISA because of the laws in place that make attending school mandatory for
children residing in the United States (see National Center for Education Statistics,
2015a) (Katz, 1976; Lleras-Muney, 2001). Education shapes the way in which students
see the world. According to Giroux (2009),
[Educational institutions] . . . set such a store on the seemingly most insignificant
details of dress, bearing, physical and verbal manners . . . The principles
embodied in this way are placed beyond the grasp of consciousness, and hence
cannot be touched by voluntary, deliberate transformation, cannot even be made
explicit . . . The whole trick of pedagogic reason lies precisely in the way it
extorts the essential while seeming to demand the insignificant: in obtaining
respect for forms and forms of respect which constitute the most visible and at the
same time the best hidden manifestations to the established order. (pp. 48-49)
According to many scholars, there is a hidden curriculum and an academic curriculum in
schools (Dreeben, 1968; Giroux, 2001; Lynch, 1989; Margolis, 2001; Vallance, 1973).
However, the hidden curriculum is so “hidden” that it is deemed to represent common
sense norms, values, and beliefs that all citizens should know and possess (Bourdieu,
1977; Giroux, 1983; Kentli, 2009; Marcuse, 1964/2013; Vallance, 1973). According to
Marcuse (1964/2013), this is done through the everyday classroom practices and routines
where students consume the message of society on how to act and behave. This hidden
curriculum is a source of power that maintains the status quo of society. As stated by
Delpit (2006), “to act as if power does not exist is to ensure that the power status quo
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remains the same” (p. 39). Currently, the U.S. society’s status quo is raced, gendered, and
classed and benefits the agents of oppression (Althusser, 1971). Due to the maintenance
of the status quo, students and teachers are unknowingly reproducing societal behavior
and norms, which results in them being a contributor to the power needed to maintain
society. To teachers, this hidden curriculum is an aspect of schooling that must be taught
and reinforced so that they can have an effective school culture and teach their subject
matter. As the majority of teachers are white and female, they may not see the power
system in which they play a role (Boser, 2014; Feistritzer, 2011). Thus, many teachers’
believe the hidden curriculum is something that is needed. Given the differences between
teacher and students, Delpit (2006) stated this:
When a significant difference exists between the students' culture and the school's
culture, teachers can easily misread students' aptitudes, intent, or abilities as a
result of the difference in styles of language use and interactional patterns. (p.
167)
In the process of schooling, students are ultimately judged, taught, and perceived in a
particular manner based on their ability and willingness to work and adapt to the hidden
curriculum. For the students who do not adapt to these norms, they tend to be perceived
in negative ways (Delpit, 2006).
Preservice Teachers and Those Wanting to Become Teachers
Preservice teachers are individuals who are enrolled in a teacher training or
preparation program to earn a teaching license or certification. Due to all preservice
teachers being enrolled in school and being a part of their families and communities, all
preservice teachers enter teacher preparation programs with different beliefs about
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teaching and learning, as well as different reasons for entering the teaching profession.
Some preservice teachers believe that teaching is a calling. According to Snyder, Doerr,
and Pastor (1995), teachers who believe this are more likely to succeed in the teaching
profession (Carneiro, 2003; Palmer, 1998; Watt & Richardson, 2008). Manuel and
Hughes (2006) found three predominate factors in preservice teachers’ reasoning for
becoming a teacher: personal fulfillment, subject matter, and working with children.
While this study discovered there were intrinsic and benevolent reasons for becoming a
teacher, it also found that family and inspirational teachers and mentors also influenced
these preservice teachers. For these reasons, the preservice teachers wanted to continue
the tradition of making a difference in students’ lives like the teachers or mentors that had
impacted them as students (Manuel & Hughes, 2006; Palmer, 1998; Watt & Richardson,
2008). According to Palmer (1998), this reasoning is necessary because it is considered
the “dance of spiraling generations” (p. 25) where the old generation of teachers and
mentors inspire the younger generation with their background and knowledge, and the
younger generation inspires the old generation with the promise of the future. This
“reweaving” (Palmer, 1998, p. 25) of the past and the present in the classroom is the way
new teachers continue the tradition of teaching and work towards making a difference in
the lives of students (Manuel & Hughes, 2006; Watt & Richardson, 2008). This
“reweaving” (Palmer, 1998, p. 25), results in preservice teachers’ beliefs and practices
about teaching and learning being transferred to a new generation of students. This
transferring process is crucial because these individuals are the ones who will be shaping
the lives of the students in their future classrooms.

33

Educational Experiences and Preservice Teacher Beliefs
Belief is a term often used interchangeably with the word knowledge (Pajares,
1992). While belief and knowledge are similar, there is one major difference. According
to Löfström and Poom-Valickis (2013), beliefs are a way an individual understands what
is happening in his or her life. Beliefs are based on understanding one’s life and what has
occurred in it; thus, beliefs are typically based on opinions and judgments and are not
verifiable (Löfström & Poom-Valickis, 2013; Richardson, 2003). Knowledge is based on
facts and objective evidence (Murphy, Delli, & Edwards, 2004; Richardson, 1996). It is
important to understand this difference because a person’s beliefs are different from his
or her knowledge because knowledge can be proven, whereas beliefs cannot be proven.
As argued by Tabachnick and Zeichner (1984), changing beliefs is a difficult task,
especially when beliefs have been “incorporated into [a person’s] belief structure”
(Pajares, 1992, p. 317). As a result, an individual may be reluctant to change his or her
beliefs even when presented with evidence that his or her beliefs are incorrect (Löfström
& Poom-Valickis, 2013; Murphy & Mason, 2006; Richardson, 2003). Although difficult,
beliefs can be changed if awareness is raised and an individual recognizes that his or her
belief is incorrect and then acts upon the new information (Abelson, 1979; Collins et al.,
2003; Löfström & Poom-Valickis, 2013; Nespor, 1987).
All preservice teachers’ and teachers’ beliefs about teaching and learning are
shaped by their previous educational experiences or lack of educational experiences
(Calderhead, 1996; Gore & Zeichner, 1991; Holt-Reynolds, 1992; Joram & Gabriele,
1998; Kagan, 1992; Löfström & Poom-Valickis, 2013; Pajares, 1992). Experiences and
backgrounds vary as preservice teachers themselves come from different locations,
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regions, and environments. Preservice teachers also come into the teacher preparation
program with different forms of capital—economic, cultural, and social (Bourdieu &
Passeron, 1977; Collins, 2009; Labaree, 2004)—that has shaped how they interact with
and teach the curriculum in their future classrooms (Gore & Zeichner, 1991; HoltReynolds, 1992; Joram & Gabriele, 1998; Kagan, 1992; Labaree, 2004).
Observational Apprenticeship
As K-12 students, preservice teachers were products of observational
apprenticeship where they observed what their teachers were doing in the classroom,
developed their beliefs about teaching, and learned based on these observations (Lortie,
1975). During this time in the K-12 classroom, preservice teachers were in the role of
students where they were receiving instruction from the teacher. Due to only being in the
role of the student, they were developing a one-sided understanding of what it means to
be a teacher and not grasping the decision-making process involved (Feiman-Nemser,
2001; Lortie, 1975; Mewborn & Tyminski, 2006). As a result, many preservice teachers
come into the teacher preparation program thinking they are insiders and know how to
teach because they have been in school for years and have seen their teachers teach
(Pajares, 1992). These prior experiences are the basis of their teacher identity, their
perception of what makes a good or bad teacher, and their theories about teaching and
learning (Flores & Day, 2006; Löfström & Poom-Valickis, 2013; Lortie, 1975; Sugrue,
1997).
With the wide array of beliefs and perceptions brought into the higher education
classroom, teacher preparation faculty have a difficult task as they teach preservice
teachers best practices, theories, and methods (Joram & Gabriele, 1998; Labaree, 2004;
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Löfström & Poom-Valickis, 2013; Lortie, 1975). Many scholars have researched
preservice teacher and teacher beliefs (i.e., Erkmen, 2012; Joram and Gabriele, 1998;
Löfström & Poom-Valickis, 2013; Ng, Nicholas, & Williams, 2010; Tabachnick &
Zeichner, 1984; Wubbles, 1992); however, the results of these studies are mixed.
The Difficulty and Possibility of Changing Teacher Beliefs
Some scholars think that beliefs are hard to change (i.e., McDiarmid, 1900;
Tabachnick & Zeichner, 1984; Wubbles, 1992). For instance, McDiarmid (1990)
conducted a study with preservice teachers where he found they resisted changing their
beliefs about young children being capable of comprehending complex ideas. In another
study by Tabachnick and Zeichner (1984), they found although preservice teachers
participated in their student teaching placements, they did not change their beliefs about
what constitutes good teaching. Instead, they reinforced their predetermined beliefs.
Wubbels (1992) furthered this idea by concluding that preservice teachers do not see the
value in the theories taught in teacher preparation courses. As a result, they continue the
practices and beliefs they previously held.
While the scholars mentioned above claimed that beliefs are hard to change, many
scholars have rejected that notion and have conducted their studies to combat the
difficulty of changing beliefs. As a result, these scholars have suggested facilitating
activities with classroom experiences, discussions, applications, and critical reflections
about beliefs to assist in helping preservice teachers become aware of their beliefs
(Erkmen, 2012; Feiman-Nemser, 2001; Joram & Gabriele, 1998; Löfström & PoomValickis, 2013; Ng et al., 2010).
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As stated by Löfström and Poom-Valickis (2013), teacher preparation faculty
have an important task as they prepare preservice teachers for their roles in the
classroom. To do this, it is imperative for teacher preparation professors to understand
what the preservice teachers believe about teaching and learning so that the instruction
given in teacher preparation courses will be relevant and useful to the preservice teachers
(Löfström & Poom-Valickis, 2013; Thomson, Turner, & Nietfeld, 2012). Thus, teacher
preparation professors must first learn what it is that preservice teachers believe.
To help this objective, Erkmen (2012) conducted a study to determine the best
way for uncovering preservice teacher beliefs. As a supporter of Tabachnick and
Zeichner (1984), Erkman stated that changing beliefs are difficult, because beliefs are
difficult to measure. According to Donaghue (2003) and Erkmen (2012), beliefs are hard
to measure for two main reasons. First, some preservice teachers are unaware they
possess a specific belief. Second, some preservice teachers want to present themselves in
a certain fashion when being researched. Erkmen (2012) conducted a study that used
multiple qualitative methods, such as interviews, credos, observations, reflection forms,
recall interviews, diaries, and metaphor stems, to develop an understanding of preservice
teachers’ beliefs and how they changed over time. For this study, she used a pre- and
post-analysis where she used the methods to evaluate what the preservice teachers’
beliefs were and if the beliefs changed over time. She found that by using multiple
methods, she was more able to understand the preservice teachers’ beliefs and thus was
more able to help them become aware of their beliefs.
In a study by Löfström and Poom-Valickis (2013), they furthered the notions of
Zeichner’s reflective practices by suggesting that preservice teachers need to participate
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in reflective practices where they write and talk about what they believe. With these
reflective practices, the preservice teachers were developing ways to understand how
their experiences have shaped their beliefs and how these beliefs would impact their
teaching and interactions with future students (Beijaard, Verloop, & Vermunt, 2000;
Collins et al., 2003).
Using reflective practices, Joram and Gabriele (1998), conducted a study with an
educational psychology class where they focused on student beliefs. In this class, the
students believed that educational psychology was not important and they could learn to
be a teacher by being in the field and by employing the methods and strategies used by
their previous K-12 teachers. To assist in changing this belief, the course instructor
employed reflective practice where students wrote about their experiences when a new
topic was introduced in the course. By participating in these reflective writes, the beliefs
the students had about that topic could be examined and discussed. As a result, these
students’ awareness of how their experiences have shaped their beliefs was made more
apparent, thus making it possible for them to change or reaffirm their beliefs. To measure
the change in beliefs using this strategy, the course instructor gave the students a
reflective questionnaire focusing on how their views of learning had evolved over the
course. Comparative analysis of the pre- and post-beliefs’ questionnaire showed that most
students felt their beliefs about teaching and learning had changed.
Löfström and Poom-Valickis (2013) examined whether or not preservice teacher
beliefs were “persistent or malleable” (p. 104). In this mixed-methods study, preservice
teachers were asked to construct metaphors of what a teacher is like, explain their
reasoning for creating that metaphor, and complete an 18-item instrument where they
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described themselves as teachers by ranking characteristics of teachers that described
them. To see if the beliefs were “persistent or malleable,” they followed the preservice
teachers over the course of 3 years so that they could see if there was a change in their
beliefs over time. While there was no set intervention mentioned to help these preservice
teachers develop or reflect upon their beliefs, Löfström and Poom-Valickis determined
the beliefs that preservice teachers held did change over time. They argued that belief
development interventions are necessary for teacher preparation programs to help
students become more successful and reflective teachers. Even so, they cautioned that
discussing beliefs in teacher preparation courses can be difficult because preservice
teachers may not be receptive to hearing a belief different than their own. Despite that,
Freire (1972, 2005) and Marx (1961) emphasized that awareness is key in understanding
how one’s beliefs are shaped. Ultimately, through awareness, a person can choose
whether or not to change his or her belief. It has to be a personal choice and cannot be
forced upon someone.
While awareness is an important component of changing preservice teachers’
beliefs, experiences in the classroom have been found to be equally as important.
According to Jacobs (1968) and Skipper and Quantz (1987), student teaching is a way for
preservice teachers to become more open and aware of their beliefs and perspectives
about education. However, the work of Zeichner and Tabachnick (1981) goes against this
notion. According to them, preservice teacher beliefs are shaped by the experiences they
had as students, and these experiences and beliefs transfer over into their student teaching
placements. While Zeichner and Tabachnick (1981) speculated that beliefs can be
changed with experience, they insisted that beliefs preservice teachers enter a teacher
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preparation program with are stable until they enter their classrooms. They concluded no
real change in beliefs occurs until after the preservice teachers enter their classrooms and
get the full experience of managing a classroom (Zeichner & Tabachnick, 1981).
A key issue in preservice teachers’ belief studies is determining whether or not
preservice teacher beliefs are capable of being changed in the short time they are enrolled
in teacher preparation programs (Ng et al., 2010). To address this issue, Ng et al. (2010)
conducted a study where they assessed via a questionnaire whether changes in preservice
teachers beliefs could occur in the last year of a teacher preparation program. To conduct
this study, Ng et al. (2010) assessed 37 preservice teachers about what makes a good
teacher four times during their last year in a teacher preparation program. During this
year, the preservice teachers were completing their student teaching. They found that the
preservice teachers’ beliefs changed with the experiences they were having in the
classrooms. Thus, they suggested experiences are indeed one of the key factors in
changing beliefs. They concluded that some beliefs were easier to change than others and
that it is possible for teacher preparation programs to engage preservice teachers in
understanding their beliefs so that change may occur.
Ultimately, while some scholars such as Tabachnick and Zeichner (1984)
claimed that changing beliefs are difficult, other studies have determined that beliefs are
malleable. Even with this possibility, scholars agree that without guidance in becoming
reflective practitioners and understanding how their beliefs were developed, preservice
teachers may not become aware of how their educational experiences have shaped their
beliefs about teaching and learning (Erkmen, 2012; Feiman-Nemser, 2001; Joram &
Gabriele, 1998; Löfström & Poom-Valickis, 2013; Ng et al., 2010; Wubbles, 1992).
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Belief intervention can be done in many ways, such as facilitating discussions and
reflective writing where preservice teachers reflect upon what they believe about teaching
and learning, why they are doing what they are doing in the classroom, and why they
chose to do it in such a manner (Erkmen, 2012; Feiman-Nemser, 2001; Joram &
Gabriele, 1998; Löfström & Poom-Valickis, 2013; Ng et al., 2010; Wubbles, 1992).
Conclusion
While the literature presented in this review shows the work conducted on social
reproduction in schools, state apparatuses, educational experiences, and preservice and
teachers’ beliefs, more research needs to be carried out to understand how these affect
different types of preservice students who are enrolled in teacher preparation programs.
As shown in the literature above, the majority of the studies conducted on teacher beliefs
and experiences grouped teachers and preservice teachers into one category. However,
more study needs to be conducted on the types of students entering into teacher
preparation programs, such as college entry-level, type of education major, race,
ethnicity, gender, geographical location, and socioeconomic statuses. The current study is
aimed at adding to the literature in the specific areas of type of education major and
college entry-levels by examining the way in which elementary preservice teachers’
educational experiences have shaped their beliefs about teaching and learning.
As emphasized in Chapter 2, preservice teachers enter teacher preparation
programs with diverse cultures, economic backgrounds, and beliefs about teaching and
learning that need to be examined and explored when teaching them methods and
strategies for working with students in their future classrooms. Without this examination
and understanding, a cycle of poor teaching and social reproduction can occur because of
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preservice teachers’ lack of awareness regarding how their experiences have shaped their
beliefs about teaching and learning. Specifically, for this study, I was focused on
examining how the educational experiences of elementary preservice teachers have
shaped their beliefs about teaching and learning.
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Chapter 3
Methodology and Methods
In chapter 2, a literature review of social reproduction theory, Althusser’s state
apparatuses, and preservice teachers’ beliefs about teaching and learning was provided to
assist in explaining the rationale for the current study on how elementary preservice
teachers’ educational experiences have shaped their beliefs about teaching and learning.
In this chapter, details of how the study was conducted are provided. An outline of the
study’s purpose, research questions, methodology, methods, data analysis, and the
researcher’s positionality are also given.
Background
In the field of education, many factors shape preservice teachers’ beliefs about
teaching and learning. While the literature review in chapter 2 outlined the studies
conducted on the topics of social reproduction, Althusser’s state apparatuses, and teacher
and preservice teacher beliefs, it also illustrated the lack of belief research focused on
specific groups of preservice teachers, particularly those with different college entry
levels—traditional and non-traditional. It is imperative to investigate how educational
experiences shape all types of preservice teachers’ beliefs about teaching and learning
and not to group them as one entity because they all have unique experiences that will
shape how they teach and interact with students in their future classroom. In fact,
focusing on specific groups is even more important as the demographics of preservice
teachers shift and change. For example, many studies on teacher demographics have
shown that students enrolled in teacher preparation programs are much older than the
typical college graduate—ages 22-24—which indicates there is a growing body of non-
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traditional students in teacher preparation programs (Andres & Carpenter, 1997;
Cochran-Smith & Zeichner, 2010; Henke, Choy, Chen, Geis, & Alt 1997). Due to these
shifts, a wide array of ages inhabit a teacher preparation classroom, which means there
are also a wide array of experiences and beliefs about teaching and learning that need to
be accounted for as teacher preparation faculty teach course content, methods, and
theories (Ely, 1999; Dill & Henely, 1998; Justice & Dornan, 2001). Typically, nontraditional students have different life experiences than traditional age students that can
significantly impact their beliefs about teaching and learning (Justice & Dornan, 2001;
Ross, 1988). Ultimately, regardless of a preservice teacher’s entry level, the beliefs that
preservice teachers hold as they interact with students can have negative or positive
effects on their students’ educational experiences and can be transferred to students
(Althusser, 1971; Collins, 2009; Giroux et al., 1979; Giroux, 2001; Kentli, 2009; Manuel
& Hughes, 2006). It is through teacher preparation courses that preservice students can
choose to become aware of how these experiences are shaping who they are as
individuals and as future educators.
Purpose and Research Questions
The purpose of this study was to examine how elementary preservice teachers’
educational experiences have shaped their beliefs about teaching and learning. The
following three research questions guided the research study:
1. What do elementary preservice teachers’ believe about teaching and
learning?
2. In what ways have elementary preservice teachers’ educational
experiences shaped their beliefs about teaching and learning?
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3. How has their participation in a formalized teacher preparation program
shaped their beliefs about teaching and learning?
These questions were generated based on a critical theory framework, which will be
briefly reviewed in the next section and was used as a guide for the methodology,
methods, analysis, representation, and conclusion.
Theoretical Framework
Focusing on how educational experiences have shaped preservice teachers’
beliefs about teaching and learning, this study was grounded in a critical theory
framework. Critical theory concentrates on the unbalanced nature of power relations
(Quantz, 1992), highlighting the power struggles amongst the elite and the non-elite.
Critical theory does not only focus on understanding “social life” and power relations, but
also seeks to “transform it” or emancipate the disadvantaged (Gannons & Davies, 2012,
p. 78). Gannon and Davies (2012) pointed out that to critical theorists, power tends to be
“oppressive and unilinear, and certain groups enact it on other groups. Freedom from
oppression is a central goal of critical theorists” (p. 77). They asserted that critical theory
makes it “possible to think differently and thus open the possibility for acting differently”
(Gannons & Davies, 2012, p. 78).
Critical theory seeks to understand power relations and emancipate disadvantaged
people; as such, it is best suited for this study because it is focused on the “construction
of knowledge and organization of power in society” (Reeves et al., 2008, p. 633). Given
that Marx’s work is the foundation of critical theory and explaining societal reproduction,
it ties in with the study’s focus related to the ways that educational experiences have
shaped preservice teachers’ beliefs about teaching and learning and how these beliefs
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shape the ways in which preservice teachers interact with the students in their future
classrooms.
Through the lenses of critical theory, social reproduction theory, and Althusser’s
state apparatuses (1971), the research questions were developed to focus on how
preservice teachers’ educational experiences have shaped their beliefs about teaching and
learning. For this study, narrative inquiry was used as the methodology to elicit stories
from elementary preservice teachers. Using this methodology allowed me an opportunity
to take a deeper look into preservice teachers’ experiences. Using these stories, a timeline
of each preservice teacher’s experience was created and a thematic analysis was
conducted to examine the preservice teachers’ experiences and to learn about how their
experiences have shaped their beliefs about teaching and learning.
Methodology
According to Crotty (1998), methodology is “the strategy, plan of action, process,
or design lying behind the choice and use of particular methods and linking the choice
and use of methods to the desired outcome” (p. 3). Due to this study’s focus on how
preservice teachers’ educational experiences have shaped their beliefs about teaching and
learning, narrative inquiry was used to examine the lived and educational experiences of
the participants and how these experiences have shaped their beliefs about teaching and
learning. Narrative inquiry was the most appropriate methodology for this research
because, as Cladinin and Connelly (2000) pointed out, it is “a way of understanding
experience” (p. 20). Other experts hailed narrative theory as “an exploration of the social,
cultural, and institutional narratives within which individual’s experiences are
constituted, shaped, expressed and enacted” (Clandinin & Rosiek, 2006, p. 42). Narrative
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inquiry was an appropriate methodology with the study’s purpose and macro theory
because the study focused on the “social, cultural, and institutional narratives” that
shaped a person’s experiences (Clandinin & Rosiek, 2006, p. 42).
Narrative Inquiry
Narrative inquiry is a methodology that focuses on an individual’s stories because
everyone has a story to tell (Clandinin & Connelly, 2004; Clandinin & Rosiek, 2006).
Just as critical theory focuses on giving voice to the oppressed so that emancipation can
occur, narrative inquiry was an appropriate choice because it allows individuals to tell
their stories from their perspective (Clandinin & Connelly, 2004; Clandinin & Rosiek,
2006).
In present day, narrative inquiry is the process of working in three dimensions,
“personal and social (interaction), present and future (continuity), and place (situation),”
to obtain the narratives or stories of a participant’s experiences (Clandinin, 2006, p. 47;
Connelly & Clandinin, 2006). To do this, narrative inquirers enter into a participant’s
story where they “negotiate relationships, research purposes, transitions, as well as how
we are going to be useful in those relationships,” so that he or she can be welcomed into
the participant’s story or narrative (Clandinin, 2006, p. 47). When it is time to compose a
text, the researcher retells the participant’s story. By doing so, the story may be an
interpretation or a representation of the participant’s story as it applies to the research
focus. Therefore, the researcher places himself or herself in the work (Chase, 2007;
Clandinin, 2006; Connelly & Clandinin, 2006; Riessman, 2008).
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Methods
In narrative inquiry, the principal focus of this methodology is to listen and
understand the narratives or stories of a participant’s experiences (Clandinin, 2006;
Connelly & Clandinin, 2006). These stories or narratives can be shared in many ways;
however, the researcher must choose the most appropriate method to answer the research
question(s). According to Crotty (1998), methods are “the techniques or procedures used
to gather and analyze data related to some research question or hypothesis” (p. 3). Thus,
the methods employed in the methodology of narrative inquiry must allow for
participants to tell about their experiences through their perspective. To elicit these
stories, researchers who choose to use narrative inquiry can employ numerous interview
methods to obtain these stories, such as life histories, life stories, oral histories, personal
narrative, and testimonio (Chase, 2007; Riessman, 2008). For this study, life story
interviews were the primary method employed.
Erkman (2012) conducted a study to determine which methods were most
appropriate for uncovering teachers’ beliefs. According to Erkman, a researcher must use
multiple methods to uncover beliefs because it is difficult to observe beliefs using just
one method and without understanding the processing of why an individual holds a
certain belief (Donaghue, 2003; Rokeach, 1998). With the use of multiple qualitative
methods (e.g., interviews, credos, observations, reflections, diaries, and metaphors) it is
possible to gain insight into preservice teachers’ beliefs because these methods allow for
an explanation of their thought and reasoning processes. For this study, a demographic
survey, a research journal, and life story interviews were used to elicit the participants’

48

narratives of their educational experiences over a specific span of time—past, present,
and future.
Demographic Survey
Given the study’s focus, a demographic survey provided me an overall selfdescription of the research participants that included ethnicity, age, gender, place of birth,
and educational background and future (see Appendix A). This background information
was imperative to the study because it gave context to the narratives that the participants
shared. The survey was comprised of two sections, demographics and educational
information and a metaphor section. In the metaphor section, the participants created
metaphors on what a teacher is and is not (Lakoff & Johnson, 1980; Leavy, McSorley, &
Bote, 2007; Löfström & Poom-Valickis, 2013, p. 106; Mahlios, Massengill-Shaw, &
Barry, 2010; Martinez, Sauleda, & Huber 2001; Seung, Park, & Narayan, 2011). The
survey was completed before the life story interview because the focus of the interview
was to listen to the participant’s life story rather than focusing on contextual information
for the narratives. Any demographic information stated in the narratives or timelines in
chapter 4 was obtained from the demographic survey and was used verbatim to the way
the participant self-identified.
Researcher Journal
According to Borg (2001), a researcher journal is a tool that researchers can use to
document and reflect upon their experiences and decision-making processes. By using the
researcher journal, researchers can become aware of their thought process, how they play
a part in the research process, and it can be used as an audit trail for connections made
during analysis and the decision making process (Holly, 1989; Janesick, 1999).
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Furthermore, a researcher journal is also beneficial to the readers as it shows them why
specific decisions were made during the research. For this study, a researcher journal was
employed. I took notes, reflected, and wrote memos about the methods, research process,
and connections made to theory and past research studies (Cutcliffe & McKenna, 1999;
Glaser & Strauss, 1967).
Regarding the three research questions, the demographic survey and researcher
journal aligned to the study focus as the survey questions were created to aid me in
understanding each participant’s demographic and educational background and his or her
beliefs of what a teacher is and is not (see Table 1).
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Table 1
Alignment of Research Methods to the Research Questions
Question 1
What do elementary
preservice teachers’ believe
about teaching and
learning?

Question 2
In what ways have
elementary preservice
teachers’ educational
experiences shaped their
beliefs about teaching
and learning?

Demographic
Information
Educational History

—

—

—

—

X

—

Future Teaching
Preferences
• Grade
• Subjects
• Geographic
Location

—

—

X

X

X

X

Types of Research

Question 3
How has their
participation in a
formalized teacher
preparation program
shaped their beliefs
about teaching and
learning?

Methods

Researcher Journal

Life Story
X
X
X
Interviews
Note. X represents what research question the researcher is attempting to address via each research method.

Life Story Interviews
According to Chase (2007), life stories are personal narratives of a person’s life.
To some researchers, a life story and life history are used interchangeably, meaning that
both are a personal narrative from birth to present (Atkinson, 2002). However, others
stated that life stories are a personal narrative of a specific topic or issue, event, or time
span of a person’s life (Denzin, 1989; DiCicco-Bloom & Crabtree, 2006; McAdams,
Josselson, & Lieblich, 2001). Others surmised that it is just a narrative in the participant’s
words and perspective (Bertaux, 1981; Riessman, 2002). For this study, the term life
story was called a life story interview because each participant spoke about a specific
time span of his or her life around the specific topic of educational experiences and was
prompted by specific experiences via a semi-structured interview guide (see Appendix
B).
Life story interviews were an appropriate method for this study because life story
interviews gave me, as Bertaux and Kohli (1984) explained, “access to the actor’s
perspective: his or her values, definitions of situations, and knowledge of social processes
and rules that he or she has acquired through experience” (p. 216). Life story interviews
allowed me an insider’s view of the participants’ experiences (Bertaux & Kohli, 1984;
Holstein & Gubrium, 1997). This insider’s view was imperative to the narrative inquiry
study because it allowed for a deeper understanding of how elementary preservice
teachers’ experiences have shaped their beliefs about teaching and learning through the
telling of their stories and reasoning for wanting to become a teacher (see Appendix B).
The interview guide aligned to the study focus as the interview questions were created to

aid me in understanding how the participants’ educational experiences shaped their
beliefs about teaching and learning (see Table 2).
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Table 2
Alignment of Interview Questions to the Research Questions
Question 1
What do elementary
preservice teachers’
believe about teaching
and learning?

Question 2
In what ways, have
elementary preservice
teachers’ educational
experiences shaped their
beliefs about teaching
and learning?

Tell me what teaching is to you.

X

—

Tell me what learning is to you.

X

—

—

Describe to me what you believe to be
the purpose of school.

X

—

—

Tell me what you believe about
teaching.

X

—

—

Tell me what you believe about
learning.

X

—

—

Describe how the school structure
does or does not support your belief
about teaching.

—

X

—

Describe how the school structure
does or does not support your belief
about learning.

—

X

—

Interview Questions

Question 3
How has their
participation in a
formalized teacher
preparation program
shaped their beliefs
about teaching and
learning?
—

Table 2
Alignment of Interview Questions to the Research Questions (Continued)
Question 1
What do elementary
preservice teachers’
believe about teaching
and learning?

Question 2
In what ways, have
elementary preservice
teachers’ educational
experiences shaped their
beliefs about teaching
and learning?

Take me back to when you decided
that you wanted to be a teacher.

—

X

Question 3
How has their
participation in a
formalized teacher
preparation program
shaped their beliefs
about teaching and
learning?
—

Tell me about a person you had or
event that occurred in your PK-12
experience that shaped your views
about teaching and learning.

—

X

—

How has this person or experience
shaped how you teach and interact
with students in your current and
future classroom placement?

—

X

—

How has your formalized teacher
education program experience
influenced how you teach in your
current and future classroom
placement?

—

—

X

Interview Questions
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Table 2
Alignment of Interview Questions to the Research Questions (Continued)
Question 1
What do elementary
preservice teachers’
believe about teaching
and learning?

Question 2
In what ways, have
elementary preservice
teachers’ educational
experiences shaped their
beliefs about teaching
and learning?

If you could go back in time, what is
something that you wished was
focused on more in your teacher
preparation program?

—

—

Question 3
How has their
participation in a
formalized teacher
preparation program
shaped their beliefs
about teaching and
learning?
X

What is something that you wished
was focused on less in your teacher
preparation program?

—

—

X

What would you add or take away
from your formalized education
program experiences?

—

—

X

Interview Questions

Note. X represents what research question the researcher is attempting to address via each interview question.

56

Transcription of Life Story Interviews
During the life story interviews, a recording device was used so that the
interviews could be transcribed for analysis purposes. The transcriptions aided in
understanding how the participants’ experiences have shaped their beliefs about teaching
and learning. Given that the interviews were transcribed, the transcriptions were not
“objective” (Green, Franquiz, & Dixon, 1997, p. 172). Instead, the transcriptions were
“subjective” because I chose how to transcribe the interview. For instance, I chose
whether to include punctuation, to omit noises or pauses, to omit parts of the interview, to
transcribe verbatim, and what part of a participants’ life to interview (Green et al., 1997).
For this study, the interviews were transcribed via a transcription service, but I gave
guidelines to the transcriber to transcribe the audio verbatim, to use slang, and to include
pauses. After the audio files had been transcribed, I reviewed the audio, inserted a key,
and revised any errors in the transcriptions before analyzing and conducting member
checks with participants. As the recording device was only used to capture the words and
not the actions of the participants, I took detailed field notes about the facial expressions,
gestures, and pauses during the interview to portray the unheard portions of the
participants’ story (Patton, 2002a).
According to Carlson (2010), member checking is when participants are asked to
“edit, clarify, elaborate, and at times, delete their words” (Carlson, 2010, p. 1105) to
ensure what was transcribed and said during the interview represents what they wanted to
say about the topic (Carlson, 2010; Curtin & Fossey, 2007). Caution must be taken when
employing member checking because some potential traps or issues could arise with this
process (Carlson, 2010). As outlined by Carlson (2010), there are five guidelines in

member checking to avoid potential traps: (1) make participants aware of what they will
see in the transcriptions; (2) set clear guidelines for what they can add, edit, remove, and
change; (3) make them aware that they may feel uncertainty or embarrassment when
reading their transcripts; (4) if they decide to make no changes to the transcript, make
sure that they understand that all errors, dialect, and slang will be used verbatim during
analysis and representation; and (5) be cautious about the assumptions made about the
participants and their abilities. With these five guidelines as a guide, the participants were
provided clear and detailed directions about member checking via email (see Appendix
C) and during their interviews so that they could understand the purpose of member
checking and what to expect when asked to perform a member check. All nine
participants completed the member check, but only three of the nine made changes to
their transcriptions. Chunks of information were not removed from any participant’s
transcriptions. The changes made consisted of clarifying any errors with names or
acronyms they provided or removing the repetition of words or sounds.
Trustworthiness and Ethics
The focus of critical theory is to critique power structures and social injustice and
to emancipate the oppressed (Crotty, 1998; Gannon & Davies, 2012; Quantz, 1992).
Given this focus, it was imperative that a co-construct meaning was developed with the
research participants as they shared their experiences and beliefs about teaching and
learning via the life story interviews so their stories were represented the way they
intended. To assist with this co-construction of meaning, member checking was valuable
in ensuring what the participants meant to say was correctly represented in their
transcriptions, and if it was not, that the participants had the opportunity to revise it
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(Carlson, 2010; Curtin & Fossey, 2007). To further this, a researcher journal was used for
reflexivity and credibility. According to Burr (2003), reflexivity is “the issue of explicitly
acknowledging the personal and political values and perspectives informing the research”
(p. 157), whereas credibility is proving the findings of a study by conducting audit trails
and memoing about the researcher’s decision making and connections between theory,
literature, and data (Cutcliffe & McKenna, 1999; Glasser & Strauss, 1967; Guba &
Lincoln, 1981, 1989). Therefore, as the interviews were conducted and data was
analyzed, I journaled about my thoughts, subjectivities, process, and connections made to
theory. The subjectivities of the participants and myself are central to this research and
inform contextual boundaries and opportunities. In regard to credibility, I took notes,
reflected, and memoed in my researcher’s journal about the methods and research
process. The journal also served as an audit trail to show the decision-making processes
employed during the study (Cutcliffe & McKenna, 1999; Guba & Lincoln, 1981, 1989).
When used in combination with the multiple methods of the study, the researcher journal
increased the credibility of the study because multiple data sources were analyzed instead
of relying on one. The use of these multiple methods aided in eliciting elementary
preservice teachers’ beliefs about teaching and learning (Creswell & Miller, 2000; Patton,
2002a, 2002b).
Regarding confidentiality, institutional review board (IRB) protocol was adhered
to. After approval from the IRB committee, participants were contacted via an email
invitation and called to discuss the invitation in more detail and to set up an interview
time if the participant accepted the invitation (see Appendices D & E). During the
interview, I explained and answered questions about the consent form, explained the
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three steps of the research study—the demographic survey, interview, and member check,
and had the participants sign the consent form. At that time, confidentiality was
explained, and the participants created a pseudonym that would be used to represent them
during the study if they had not specified their pseudonym in the demographic survey. I
also explained that any names of people, places, and things would be changed for
confidentiality purposes, so that during the interview, they could speak freely about their
experiences without worrying about confidentiality and privacy.
Site Selection
For this study, a metropolitan university in the Mid-South was chosen as the main
location. This university was appropriate for this study because it contains a large college
of education with a diverse set of students from the tri-state area regarding ethnicity,
gender, economic status, and college entry-level status. While there were more colleges
and universities in the area, only three institutions have colleges of education. Two of
these institutions are private and have small student populations while the public
institution, the university, provides a diverse population of students with various
backgrounds. Being a doctoral candidate at this university also provided me with a
convenience sample because I was already working as a graduate teaching assistant in the
college of education. I could recruit participants in a more efficient way than the other
two colleges in the area.
For this study, the dual certification undergraduate elementary program—
kindergarten through sixth grade and special education certification (K-12)—was chosen
as the focal program. While other programs could have been chosen, such as early
childhood, middle level, and secondary, the elementary program has the largest
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enrollment and diversity of students. Throughout this four-year degree program, the
elementary program is split up into two parts, pre-residency and residency. Pre-residency
consists of the first two years and can extend into the junior year if students are
provisionally admitted into the program. During this time, students take their general
education and introductory education courses and are attempting to be fully admitted into
the teacher preparation program. To be fully admitted into the teacher preparation
program, students are required to pass Praxis I or Core Assessments, maintain a GPA of
3.0, and be interviewed by the education faculty to gain admission into the residency
portion. After being admitted to the teacher preparation program, students in the
residency portion are required to take the Praxis II content area tests, take more extensive
education courses, be present in the schools via clinical placements, and be preparing to
take their edTPA assessment1 and obtain their state teaching license.
Participant Selection
Specifically for this study, the focus was on elementary senior-level preservice
teachers who were in the final semester of their program at the local public university.
These senior-level preservice teachers were undergraduates who had been officially
admitted into the program and were taking their final methods courses and clinical
experience. These senior-level preservice teachers were selected specifically because they
were involved in the final steps of becoming a classroom teacher and had the most
experience being in the classroom setting and interacting with students. In addition,
because these preservice teachers were so close to becoming classroom teachers, it was

1

“edTPA is a performance-based, subject-specific assessment and support system used by

teacher preparation programs throughout the United States to emphasize, measure and support the
skills and knowledge that all teachers need from Day 1 in the classroom” (Pearson Education,
2016).
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even more imperative to know their beliefs about teaching and learning as they would
soon enter the workforce and start impacting the future generations of students.
Gaining Access
To gain access to the site and participants, I obtained permission to conduct the
study from the university’s Institutional Review Board (IRB) (see Appendix E). After
IRB approval, I submitted the approved IRB and the candidate invitation letter to the
associate director of teacher education so that we could schedule a meeting time to
discuss possible participants for the study.
For this study, elementary senior-level preservice teachers in dual elementary
certification degree program were the targeted population. There was a large population
at the university from which to choose; therefore, purposeful sampling was employed to
recruit participants. According to Yin (2011), purposeful sampling is when participants
are selected because they will “yield the most relevant and plentiful data” for the study’s
focus (p. 88). Stratified random sampling was employed to have a population of
participants that represented the diversity of senior level preservice teachers’
backgrounds based on their college entry status-—traditional students and non-traditional
students (Marshall, 1996). The associate director of teacher education aided in providing
me with an anonymous spreadsheet of the senior-level preservice teachers that was
stratified into the two college-entry statuses. The stratified list consisted of 23 nontraditional and 17 traditional students. The spreadsheet also contained the students’
license goals, birthdays, and whether they transferred from another college or university.
With these two stratified groups, I asked a colleague to randomly select a number
between one and ten. The colleague chose six; therefore, I chose every sixth person from
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each college entry-level status list until five participants from each group were identified.
Using these identified participants, I gave the associate director the identification number
of the possible participants and received an email and phone number to contact them. I
first emailed potential participants individually (see Appendix D). If the potential
participant did not respond to the email, I phoned him or her to check on his or her
willingness to participate in the study. To aid in recruitment, I emphasized that
participation in the study and completion of the three-step process—survey, interview,
and member check--would result in an incentive—a $50 Knowledge Tree gift card for
educational materials. This incentive was used because of the stressful nature of
participating in the study during the last semester of their degree program. If the
participant responded to the phone call or email, I sent an instructional email (see
Appendix F) for the study that asked participants to complete the demographic survey
(see Appendix A) and asked them to provide three dates that would be suitable for them
to be interviewed. If the participant did not respond with possible dates, I called him or
her via phone to establish a date and time for the interviews.
This recruitment process happened for four rounds due to participants not
responding to the email or phone calls or stating that were not willing to participate in the
study. After contacting all forty possible participants, a total of 11 senior level preservice
teachers were initially identified and accepted the invitation for this study. Only nine of
the 11 completed all parts of the study. Two of the 11 withdrew from the study after
completing the survey due to scheduling conflicts.
According to Patton (2002b), “There are no rules for sample size in qualitative
inquiry” (p. 244). Instead, it all depends on the researcher’s purpose. For this study, my
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goal was to have five participants from each college entry level so that multiple
perspectives of experiences would be represented in the study. As I exhausted all possible
participants using the stratified list and random sampling by choosing participants using
the number six, the actual participants in the study consisted of nine senior level
preservice teachers and not 10 (see Table 3 and Table 4). With all possible participants
selected and contacted, the intended number of participants per college entry level was
not achieved. In fact, only one of nine participants was a traditional college student—a
student who enrolled in the current university immediately after completing high school
and was between 22 and 24 when he or she graduated (Dill & Henely, 1998; Justice &
Dornan, 2001; Monroe, 2006). While there was only one traditional preservice teacher by
definition in this study, there were four non-traditional preservice teachers that fell under
the category of traditional transfer students. By definition, a traditional transfer is a nontraditional student that enrolled in a college or university immediately after completing
high school. These students are typically 18 and 19 when they enter college and between
22 and 24 when they graduate. The only difference between traditional transfer students
and traditional students is that traditional students have constantly been enrolled at the
same and current university (Dill & Henely, 1998; Justice & Dornan, 2001; Monroe,
2006). At this current university’s college of education, there was an increasingly large
population of non-traditional students, especially transfer students; thus, it was imperative
to understand their beliefs as well as the traditional population. For instance, at the time
of the study, there were 23 non-traditional students and 17 traditional students on the
initial list of senior level preservice teachers. Of the 23 non-traditional students, 13 were
categorized as non-traditional while 10 were classified as traditional transfers. Because
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the elementary preservice teachers in this study are diverse based on their college entry
statuses, I broke the population into three groups—traditional, traditional transfer, and
non-traditional—so that a deeper understanding of how their educational experiences
shaped their beliefs could be identified. Tables 3 and 4 follow with the demographics of
the participants.
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Table 3
Demographics of Participants
Participant
Name

Gender

Age Race
W

High School
Graduation
Date
2012

College
Entry
Date
2012

College Transferred
Entry
Status
T
N

Lily

F

21

Minnie Tangle
Tia

F
F

22
22

W
B

2011
2012

2011
2012

NT-TT
NT-TT

Y
Y

Cat

F

22

W

2012

2012

NT-TT

Y

Rylen
Nicole
Justin

F
F
M

23
24
27

W
B
W

2011
2009
2006

2011
2010
2006

NT-TT
NT
NT

Y
Y
Y

Kay
F
27
W
2007
2007
NT
N
Mandy
F
40
W
1994
2012
NT
Y
Note. Gender is represented with a F for female and a M for male. Race is represented
with a B for black and a W for white. College entry status is represented with NT for
non-traditional, NT-TT for traditional transfer, and a T for traditional. Transferring from
one college or university to this current university is represented with a Y for yes and a N
for no.
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Table 4
Education Information of Participants
Participant
Name

Middle
School
Attended
P

High
School
Attended
P

College

Lily

Elem.
School
Attended
P

Preferred
Grades

Preferred
Subjects

P

# of
College
Transfers
0

1-3

A

Preferred
Geographic
Location
U

Minnie Tangle
Tia

P & PV
P

P
P

P
P

P
P

1
2

2-5
K, 1, 2, 3, 6

ELA
A

R
U or S

Cat

P & PV

PV

PV

P

1

K-2

A

U

Rylen
Nicole
Justin
Kay
Mandy

P&H
P
P
PV & P
P

H
P
P
PV
P

H
P
P
PV &P
P

P
P
P
P
P

1
1
CM
W&R
1

3
3-6
3-8
4
K-6

All
A
ELA, SS & SC
ELA & SS
Math

R
U or S
A
S
U

Note: Type of school or college attended is represented with a P for public, a PV for private, and a H for homeschool. The
number of college transfers is represented by a numeral for the number of times a participant transferred or a CM for changed
majors, a W for withdrew, and a R for readmitted. Preferred subjects is represented by a ELA for English language arts, a M
for math, a SS for social studies, a SC for science, or an A for all subjects. Geographic location is represented by a R for rural,
a U for urban, a S for suburban, and an A for all.

Due to the power relation between researcher and preservice teachers
participating in the study, the participants were made aware that their participation in the
study was strictly voluntary and would not impact them in their education program in any
way. There were no repercussions if they chose to stop or not to participate in the study.
Regarding the incentive to participate, I made it clear that each participant was
compensated for each part of the study that he or she completed—demographic survey
($10), interview ($30), and member-check ($10).
According to Clandinin and Connelly (2004), gaining access is the first step that a
researcher must do when conducting a narrative inquiry because he or she is stepping into
a person’s story or narrative (Chase, 2007; Clandinin, 2006; Connelly & Clandinin, 1990,
2006; Riessman, 2008). As the narrative is a collaboration between the researcher and the
participant, a relationship needs to be developed with the participant so that the
participant will become comfortable with sharing his or her experiences, stories, and
narratives (Chase, 2007; Clandinin, 2006; Connelly & Clandinin, 1990, 2006; Riessman,
2008). To develop this relationship, I interacted with the participants as they told their
stories and opened up to them at the appropriate times during the interview by sharing my
experiences (Connelly & Clandinin, 1990). According to Connelly and Clandinin (1990),
telling stories together is a source of empowerment and can be useful in developing
relationships with participants. On the other hand, it is imperative to listen to the
participants and not add to what they share but to develop a dialogue that is comforting
and conducive.

Researcher Positionality
Due to the nature of the topic, it was important for me to understand my own
positionality while I conducted this study on elementary preservice teachers’ beliefs
about teaching and learning. In qualitative research, the researcher is a tool because the
researcher designs the study and collects, analyzes, and interprets the data (Morrow,
2005). Therefore, I had to become aware of how my experiences and subjectivities
influenced how I constructed meaning and engaged in the research (Morrow, 2005).
As a graduate teaching assistant for three years and public school teacher for six
years, I have had many experiences that have shaped my beliefs about teaching and
learning that I had to address before starting my research. For instance, I was never
pressured by my family to attend college. For my family, it was enough to graduate high
school and enter the workforce. The experiences I had during my middle school years
impacted my future goals and beliefs. During these years, I saw how much my mother
struggled as her hosiery factory work was outsourced to other countries. This outsourcing
caused great distress to my family as she had limited options for changing careers given
her lack of higher education. As my mother encouraged me to achieve more than she did
academically, I also had teachers who believed in me and pushed me to prepare for
college and my future. So even though things were difficult at home, I had this passion to
do more which led me to love school, become a teacher, and value education. For me,
becoming a teacher was a way of giving back and acknowledging all of the teachers who
had inspired me. I wanted to make a difference in the lives of students. However, as I
entered into the field, I learned that this was harder than it looked as I was made to
enforce the state-required curriculum that did not differentiate for students of different
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learning styles and ability. It was not until my last two 2 years that I began to resist these
curricula as I taught students who were significantly behind grade level.
As I looked at this study, I had to first be aware that my particular beliefs and
experiences may or may not align with others. I am a white middle-class female who was
raised in the South by a single mother. Knowing this, I had to become aware of how my
experiences had shaped who I am and that the individuals that I interact with have
different experiences and beliefs that they bring into the classroom. Given my
experiences, I have developed a distinct set of beliefs about teaching and learning that
will be outlined below.
First, I believe each person is different with unique experiences and beliefs that
have shaped who he or she is as a person. It is these beliefs that make this person unique.
With that said, I also believe these beliefs are shaped intentionally and inadvertently
through outside factors that are out of the person’s control. From the viewpoint of being a
teacher, I believe these beliefs and experiences can have a positive or negative effect on
each person’s ability to become an effective teacher.
With this in mind, I believe it is important for preservice teachers to be aware of
and acknowledge how their experiences have shaped their beliefs about teaching and
learning. Without this awareness, preservice teachers cannot change or reaffirm their
beliefs, which could ultimately result in their future students not getting the instruction
and support that they need. It is through awareness that these teachers can become
reflective practitioners and attempt to meet the needs of the diverse population of
students in their future classrooms.
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Analysis/Interpretation
After interviewing the nine preservice teachers, the interviews were transcribed
via a transcription service and the participants were asked to member check their
transcriptions (see Appendix C). Each participant was asked to “edit, clarify, elaborate,
and at times, delete their words” (Carlson, 2010, p. 1105) to ensure that what was
transcribed represented what they wanted to say (Carlson, 2010; Curtin & Fossey, 2007).
The interviews and demographic survey were used for analysis purposes.
Narrative Timeline
After each participant member had checked his or her transcript, I read over the
transcripts and created a narrative timeline for each participant to outline the participant’s
life story experiences in a chronological way from early childhood to their formalized
education. The timelines were created so the audience could see how the preservice
teachers’ experiences influenced their enrollment in a teacher preparation program and to
provide an overview of the experiences that most significantly shaped participants’
beliefs about teaching and learning (Clandinin & Connelly, 2000; Ollerenshaw &
Creswell, 2002). To aid in this process, I used multiple data sources to create these
narrative timelines, including the demographic survey information and interviews.
Thematic Analysis
To further develop this explanation and research purpose, thematic analysis was
conducted to identify themes in the preservice teachers’ life stories and to see if there was
a pattern amongst elementary preservice teachers regarding the three research questions
(Creswell, 2007; Ollerenshaw & Creswell, 2002). According to Braun and Clarke (2006),
“thematic analysis is a method for identifying, analyzing, and reporting patterns (themes)
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within data” (p.6). The themes identified represent important parts of data that answer
the research questions and study purpose (Braun & Clarke, 2006). By analyzing the
transcripts for themes, I attempted to understand and identify how elementary preservice
teachers’ experiences shaped their beliefs about teaching and learning and to understand
if there were any commonalities amongst the two groups and their experiences. To aid in
the process of identifying themes, I began with coding, then condensed the codes into
categories, and finally created themes to represent the patterns in the data set.
Coding. According to Charmaz (2006), coding is the process of “[defining] what
is happening in the data and [beginning] to grapple with what it means” (Charmaz,
2006a, p.48). I used three rounds of coding, in vivo, line-by-line, and Althusser’s state
apparatuses (1971)—RSA and ISA—to identify who and what shaped participants’
beliefs about teaching and learning and to address the research questions. Table 5
indicates these two structures and the definitions used to illustrate the identified themes.
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Table 5
Althusser’s State Apparatuses (1971)
Type of Apparatus
Repressive State
Apparatus (RSA)

Ideological State
Apparatuses (ISA)

Definition
The RSA is composed of the government that rules and ensures
that policies are enforced Examples of the RSA include
(Althusser, 1971):
• the government
• the administration
• military forces
• police
• courts
• prisons
The ISA are composed of eight institutions or structures that
influence an individual’s ideas, beliefs, and assumptions about
the world. The dominant class seek to maintain the status quo of
society by maintaining these eight ISA (Althusser, 1971):
1.
2.
3.
4.
5.
6.
7.
8.

Religion
Education
Family
Legal
Politics
Trade-Union
Communication
Culture

During these three rounds of coding, I used a color-coded key that was placed at
the top of each transcript (see Figure 1). The first round of coding was in-vivo.
According to Charmaz (2006), “In vivo codes help us to preserve participants’ meanings
of their views and actions in the coding itself . . .” and “. . . serve[s] as symbolic markers
of participants’ speech and meanings . . .” (p. 55). During this step, I used purple to code
the participants’ responses so that I could use the speech and language from the
participant narratives to represent their ideas and beliefs about teaching and learning. In
round two, I used blue when doing line-by-line coding. In line-by-line coding, I identified
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and pulled out specific words or sections of text that could be used to understand the
participant’s responses to the interview questions. The last step of coding was Althusser’s
RSA and ISA. Anytime the participant spoke about one of the RSA or ISA, I coded the
word and context in pink and wrote which RSA or ISA the participant was mentioning.

Figure 1. Color-Coded Key for Thematic Analysis

Using the codes from these three rounds, I created a list of codes for each
participant regarding each of the three research questions (see Figure 2). Each collegeentry level or case was assigned a color—traditional was pink, traditional transfer was
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blue, and non-traditional was green—so that a within-case comparison (Miles, Huberman
& Saldana, 2014) could be conducted to see what commonalities the elementary
preservice teachers had in regard to the three research questions (see Figure 3). These
commonalities were then organized into a table by the elementary preservice teachers’
college entry-level statuses. These commonalities were used as categories (see Table 6)
that were later used to create the overall themes discussed in the results section of chapter
5.

Figure 2. List of Codes from Interview Transcripts
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Figure 3. Within-Case Comparison of Commonalities
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Table 6
Categories for Each Research Question
College-Entry Level Status

Question 1
What do elementary preservice teachers’ believe about teaching and learning?

Traditional

•
•
•
•
•
•
•

Getting and giving knowledge
Can learn everywhere
Be successful in everyday life and society
Hidden and academic curriculum
Application/AHA! Moment/Light Bulb Moment
Students learn differently and have different needs
Learning should be fun, engaging—the need to use different strategies

Traditional Transfer

•
•
•
•
•
•
•

Getting and giving knowledge
Can learn everywhere
Be successful in everyday life and society
Hidden and academic curriculum
Application/AHA! Moment/Light Bulb Moment
Students learn differently and have different needs
Learning should be fun, engaging—the need to use different strategies

Non-traditional

•
•
•
•
•
•
•

Getting and giving knowledge
Can learn everywhere
Be successful in everyday life and society
Hidden and academic curriculum
Application/AHA! Moment/Light Bulb Moment
Students learn differently and have different needs
Learning should be fun, engaging—the need to use different strategies

Table 6
Categories for Each Research Question (Continued)
College-Entry Level Status

Question 2
In what ways have elementary preservice teachers’ educational experiences shaped their beliefs about
teaching and learning?

Traditional

•
•
•
•

Played Teacher
Teachers—Positive and Negative
Family—Support
Field Experience Outside of Teacher Preparation

Traditional Transfer

•
•
•
•

Played Teacher
Teachers—Positive and Negative
Family—Support or No/Little Support
Field Experience Outside of Teacher Preparation

Non-traditional

•
•
•
•
•
•

Played Teacher
Teachers—Positive and Negative
School Experience—Positive or Negative
Family—Support
Field Experience Outside of Teacher Preparation
Life—came back after entering the workforce or after having a family
o Unsuccessful with college the first time
o Struggled or unprepared
o Matured and came back motivated
o Changed majors
o Took time off from college
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Table 6
Categories for Each Research Question (Continued)
College-Entry
Level Status
Traditional

Question 3
How has their participation in a formalized teacher preparation program shaped their beliefs about teaching and
learning?
•

•
Traditional
Transfer

•

•

Placement Schools (Positive and Negative)
o Not focused on all subjects—ELA and Math heavy
o Use of multiple engaging strategies
o Hands-on application and observation of environments
o Learning from mentor teachers (Positive and Negative)
Courses (Positive)
o Giving foundation of content, strategies, lesson plans, and meeting students’ needs
Placement Schools (Positive and Negative)
o Test-driven—moving students before they were ready (Negative)
o Use of multiple engaging strategies
o Positive behavior—rewards, tokens, and parties (Positive and Negative)
o Hands-on application and observation of environments
o Real experience with different environments (Positive and Negative)
o Learning from mentor teachers (Positive and Negative)
o Not focused on all subjects—ELA and Math heavy
Courses (Positive and Negative)
o Giving foundation of content, strategies, lesson plans, and meeting students’ needs
o Disconnect between theory and practice with science and social studies—no time or integration
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Table 6
Categories for Each Research Question (Continued)
College-Entry
Level Status
Nontraditional

Question 3
How has their participation in a formalized teacher preparation program shaped their beliefs about teaching and
learning?
• Placement Schools (Positive and Negative)
o Test-driven—moving students before they were ready (Negative)
o Use of multiple engaging strategies
o Positive behavior—rewards, tokens, and parties (Positive and Negative)
o Hands-on application and observation of environments
o Real experience with different environments (Positive and Negative)
o Learning from mentor teachers (Positive and Negative)
o Not focused on all subjects—ELA and Math heavy
• Courses (Positive and Negative)
o Giving foundation of content, strategies, lesson plans, and meeting students’ needs
o Disconnect between theory and practice
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Conclusion
To examine how elementary preservice teachers’ educational experiences shaped
their beliefs about teaching and learning, I used thematic analysis to address the three
research questions of the study. Aligning with the critical theory focus, narrative inquiry
was an appropriate methodology for this study because narrative inquiry allowed for the
preservice teachers’ stories to be told as a whole. I represented their stories through a
timeline of their educational experiences from early childhood to their student teaching.
By doing so, I was attempting to give a voice to a population that may not always be
heard. Using these timelines and interview transcriptions, I was also attempting to
identify codes and create themes to answer the three research questions of the study and
to determine possible recommendations for programmatic changes in teacher preparation.
Thematic analysis was appropriate for analyzing the narratives to identify who or what
has shaped their beliefs about teaching and learning, to discover how these experiences
have shaped their beliefs, and so that possible transformation could occur through
understanding and possible programmatic changes. In the following chapter, the narrative
timelines of all nine participants are provided and are followed by a thematic analysis that
addresses the three research questions guiding this study.

Chapter 4
Thematic Analysis of Elementary Preservice Teachers’ Educational Experiences
The purpose of this study was to examine how elementary preservice teachers’
educational experiences shaped their beliefs about teaching and learning. In this chapter
4, a description of each preservice teacher and a timeline of each of their educational
experiences from birth to the final semester of teacher preparation are presented to show
what specific events or individuals have shaped their beliefs about teaching and learning.
All participants and identifying information (e.g., cities, states, counties, schools, and
names) have been assigned pseudonyms, either by the participants or myself. During the
thematic analysis section, demographic and background information from the
demographic survey and quotes from each participant’s interviews are provided. Unless
otherwise stated in parenthesis, quotes used in the narratives were taken from the
interview transcripts. After the description and timelines of all nine participant narratives,
I identified themes amongst the participants’ experiences regarding the three research
questions:
1. What do elementary preservice teachers’ believe about teaching and
learning?
2. In what ways have elementary preservice teachers’ educational
experiences shaped their beliefs about teaching and learning?
3. How has their participation in a formalized teacher preparation program
shaped their beliefs about teaching and learning?
Using these three research questions as a guide, I conducted a thematic analysis to
identify themes that addressed the research questions of the study and to determine if
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there were any commonalities among traditional—Lily, traditional transfer; Minnie
Tangle, Tia, Cat, and Rylen; and non-traditional preservice teachers—Nicole, Justin,
Kay, and Mandy.
Lily
Lily is a 21-year-old white female and a traditional student at the metropolitan
university under study who was born and raised in [Southern] City. Throughout her
educational experiences, she has attended only public schools. For Lily, she was not sure
about becoming a teacher until she enrolled at [the university] and started taking courses.
For her, these courses made her reconsider what she wanted to do. After some reflection,
Lily decided that teaching was for her because as a child she loved to play teacher with
her neighbors and with her grandma. In this section, a timeline of experiences from birth
to her last semester of teacher preparation is presented to show who or what has shaped
her beliefs about teaching and learning (see Figure 4).
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Lily’s Timeline
Lily’s birth—1995
Born in [Southern] City

Grandma inspire her love for
teaching as a young child
~ Was a Mother’s Day Out teacher
~ Lily played teacher at home with
grandma

Played teacher with cousin and
neighborhood girls
2nd Grade—Inspirational Teacher
~ Incentives for doing well on
AR test—Ritz Cracker

Most Elementary School Teachers
~ Excited to be there
~ Hands-on

High School—Science and Social
Studies
~ Read and answer questions
~ Copy vocabulary

th

4 Grade—Negative Teacher
~ Little or no modeling or teaching
~ Textbook work
~ Not approachable

11th and 12th Grade Prom
Supervisor and TA--Inspirational
Teacher
~ Inspired to get English Minor
~ Caring, funny, and engaging
~ Stayed after school and
provided opportunities for extra
credit and to make-up work
~ Wanted to be like her

10th Grade Biology—Negative
Teacher
~ Unorganized
~ No structure or expectations
~ Cancel assignments or projects
Graduated High School—2012
Afterschool Care Teacher and
Substitute—Private School
~ Montessori
~ No modeling or teaching
~ Learning through manipulatives
and hands-on

Enrolled at current local
University—2012
~ Undecided—2012-2013
~ Elementary Education 20132016
Education Coursework
~ Learning laws and SPED
disorders
~ Assessments—when to use,
how to use, and how to make
~ Leveling based on students’
level
~ How to use technology that is
available—Smartboard and
games
~ How to teach complex concepts

Student Teaching and Field
Placements
~ 2nd Grade all subjects
~ Gradual Release of
Responsibility
~ Accommodate and differentiate
based on level and needs
~ Centers
~ Modeling
~ Observation of how to set up a
classroom

Figure 4. Lily’s Timeline
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Minnie Tangle
Minnie Tangle is a 22-year-old white female and a traditional transfer student at
the metropolitan university under study who was born and raised in [Southern City].
Throughout her educational experiences, she has attended private and public schools in
[Southern City]. Minnie Tangle has always wanted to be a teacher ever since she was a
child and played teacher with her toys. In this section, a timeline of experiences from
birth to her last semester of teacher preparation is presented to show who or what has
shaped her beliefs about teaching and learning (see Figure 5).

85

Minnie Tangle’s Timeline
Minnie Tangle’s birth –1994
Born in [Southern] City

Mom and Grandma inspired love of
school and teaching through play as
young child

Kindergarten and 1st gradePrivate school
~ Lived in “Ghetto”

2nd Grade-Private school
Inspirational teacher
~ Fun and engaging
~ Discussion

Moved to public schools Starting
in 3rd grade

Parents Divorced—Lived with Dad
~ Little homework support

5th Grade-Public school
Inspirational Teacher
~ Fun and Engaging
~ Discussion
~ Learned about students lives
and interest
~ Caring

Little support at home with
Homework for Middle School
Inspirational 10th and 12th grade
English teacher
~ High expectations
~ Lots of homework

Lived with Grandmother for
some of high school

Enrolled at a local state university
–Teacher preparation-2012

Teacher assistant for high school
teacher
~ Involved in activities and
organizations
~ 1st teaching experience

Transferred to Current University
2013

Graduated high school 2012

Student Teaching and Field
Placements
~ Hands-on experience
~ Modifying assignments
~ Teaching to different learners
~ Application of theory to practice
~ Observing mentor teacher
~ Collaboration
~ High-Tested Student Teaching
Placement

Education Coursework
~ Disconnect between theory and
practice (i.e., Science methods)
~ Hands-On
~ Manipulatives
~ Some focused on how to teach
(Beneficial)
~ Some focused on what to teach
(Not Beneficial)

Figure 5. Minnie Tangle’s Timeline
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Tia
Tia is a 22-year-old black female and a traditional transfer student at the
metropolitan university under study who was born and raised in [Swamp City], a city in
the state below [Southern City]. Throughout her educational experiences, she has
attended only public schools. Tia has always wanted to be a teacher as she grew up
playing teacher. In this section, a timeline of experiences from birth to her last semester
of teacher preparation is presented to show who or what has shaped her beliefs about
teaching and learning (see Figure 6).
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Tia’s Timeline
Tia’s birth-1994
Born in [Swamp] City

Mom and Grandmother influenced
her to love everyone and help
people.

Loved playing school and getting
school supplies as toys

Mom and stepdad divorced

At age 8 or 9, she helped her
sisters with their homework

Middle School—Public School
Inspirational Math Teacher
~ Step-by-step
~ Variety of strategies and
activities
~ Excited

High School—Public School
Inspirational Science Teacher
~ Real-World Relevant
Negative Teachers
~ Did not love to teach
~ Busywork
~ Did not teach
~ Didn’t care about subject
matter or students

Graduated high school—2012
Enrolled at local community
college

Enrolled in local college in her
home state
~ Left due to not having degree
she wanted

Social Studies Teacher—
Inspirational
~ Taught through stories

Transferred to current
University—2013
~ Education Major

Education Coursework
~ Hands-on application
~ Lesson Planning
~ Accommodations
~ Modifications
~ Differentiation
~ Teaching Cycle
~ Meeting needs of diverse learners

Student Teaching and Field
Placements
~ Hands-On Experiences
~ Observing Mentor Teacher—
differences in teaching style (nice
vs. demanding)
[Rosewell] Elementary—not in
order like her school days (Low
socioeconomics)
~ Behavior
~ Emphasis on meeting life needs
(i.e, food)
~ Test-focused School

Figure 6. Tia’s Timeline
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Cat
Cat is a 22-year-old white female and a traditional transfer student at the
metropolitan university under study who was born and raised in [Southern City].
Throughout her educational experiences, she has attended public and private schools. The
majority of her experience was in a private school setting that promoted a lot of
community service involvement for its students. Cat has always wanted to be a teacher
ever since she was a child and played teacher with the neighborhood kids. In this section,
a timeline of experiences from birth to her last semester of teacher preparation is
presented to show who or what has shaped her beliefs about teaching and learning (see
Figure 7).
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Cat’s Timeline
Cat’s birth—1994
[Southern] City

Played teacher with neighborhood
kids
~ The boss

Elementary School—Public
(Grades K-3)

1st Grade—Public School
Negative Teacher
~ Expected 1st graders to be like
6th graders
~ No talking
~ No being active

Elementary School—Private
(Grades 3-7)
~ Suffered from Math Anxiety in
Elementary School

3rd Grade—Public School
Negative Teacher
~ Yelled

5th Grade—Private School
Inspirational Teacher
~ Use of art
~ Tricked into doing hard work
by making it fun (i.e, Math)
~ Creative
~ More than just paper, pencil,
and desk

Community Service Programs—
Elementary, Middle, and High
School (Private School)
~ Tutoring
~ Building houses

12th Grade Teacher—Private
School
~ Graded harshly on grammar
instead of content

Graduated High School—2012

Transferred to current university—
2013

Enrolled at a university in a
different state–2012

Student Teaching and Field
Placements
~ Hands-on Experience
~ Use of Art
~ Small Groups
~ Discussion
~ Gradual Release of
Responsibility
~ Collaboration
~ Cross-Curricular Planning

Education Coursework
~ Hands-On experience
~ Tutoring in urban environments
~ Foldables
~ Being creative behind closed
doors

Figure 7. Cat’s Timeline
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Rylen
Rylen is a 23-year-old white female and a traditional transfer student at the
metropolitan university under study who was born in [Village Town], a small suburb of
[Southern City]. Throughout her educational experiences, she has attended public schools
and has been homeschooled by her mother for the majority of her K-12 experience. For
Rylen, she knew that she wanted to be a teacher in the fourth grade. After leaving the
public school setting in fifth grade and being homeschooled by her mother, her desire to
be a teacher was furthered by her hands-on experience of teaching her younger siblings.
In this section, a timeline of experiences from birth to her last semester of teacher
preparation will be presented to show who or what has shaped her beliefs about teaching
and learning (see Figure 8).
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Rylen’s Timeline
Rylen’s birth—1993
Born in [Village] Town

Kindergarten—Homeschooled by
mother
st

Parents divorced
~ Mother worked during divorce
~ Father not involved in school
~ Mom was room mom

th

1 -4 grade—Public school
3rd Grade—Negative Experience
Teacher Aide
~ Struggled with math—
multiplication
~ Pulled out to practice facts
~ Flashcards
~ No feedback or supportive facial
expressions

1st Grade—Inspirational Teacher
~ Cared and was fair
~ Checked on how she was doing
with the divorce
~ Way she handled student
behaviors
~ Like behavior system—Cards
~ Journals—wrote notes to
students and provided feedback

Homeschooled by mom for 5th
grade to 12th Grade
~ Afraid to attend middle school
~ Homeschooled with siblings
~ Helped and taught siblings
~ One-on-one attention
~ Self-paced and focused on
interests
~ Games, field trips, and
experiments
~ Stepdad—step by step with math

4th Grade Teacher
Inspirational Teacher
~ Cared about teaching
~ Very encouraging
~ Friendly
~ Fair
Graduated High School—2011

Enrolled in local community
college—2011

Transferred to current local
University

Education Coursework
~ Gradual Release of
Responsibility
~ Strategies—speaking and
listening
~ Inquiry-based (science)
~ Engagement
~ Mini-Conferences
~ Mini-Lessons
~ Centers
~ Different types of learners
~ Manipulatives

Student Teaching and Field
Placements
~ Inquiry-based strategies
~ Problem-solving
~ Friendship skills
~ Supporting mentor
~ Positive behavior plan
~ Teaching based on curiosity,
interest, and levels

Figure 8. Rylen’s Timeline
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Nicole
Nicole is a 24-year-old black female and a non-traditional student at the
metropolitan university under study who was born and raised in [Southern City].
Throughout her educational experiences, she has attended only public schools. During
this time, Nicole grew up in a poverty-level urban environment with her single mother
and three siblings. Even though she did not get the support from home or have any role
models growing up, Nicole always wanted to be a teacher. School brought her happiness.
In this section, a timeline of experiences from birth to her last semester of teacher
preparation will be presented to show who or what has shaped her beliefs about teaching
and learning (see Figure 9).
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Nicole Timeline
Nicole’s birth—1992
Born in [Southern] City

Lived with single mother
~ Little home support

3rd Grade—Public School
Inspirational Teacher
~ Emotionally balanced
~ Cheerful
~ Guided instruction
~ Built rapport with students
~ Competition
~ Fun and engaging
~ Knew students’ interest

Loved playing school and being the
teacher

Move to southern part of
[Southern] City for middle and
high school
~ Change in teachers—did not care
as much
~ Textbook work
~ No modeling or activities
~ Life skills

Helped sisters with their
homework and studies

Graduated High School—2009

12th Grade—Public School
Negative Teacher
~ Busy work
~ Did not teach
~ Behind the class at all times
~ No activities

Enrolled in local community
college—2010

2009-2010: Nicole took a gap
year
Transferred to current University

Education Coursework
~ Importance of reading to students
~ Differentiating
~ Learning styles
~ Feedback
~ Positive Reinforcement

Student Teaching and Field
Placements
~ Hands-on
[Rosewell] Elementary
~ Standardized test focused
~ Not focused on helping all
student grow and learn
~ Focused on students who can
grow for Annual Yearly Progress
(AYP)

Figure 9. Nicole’s Timeline
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Justin
Justin is a 27-year-old white male and a non-traditional student at the
metropolitan university under study who was born and raised in [Carriage Town], a small
suburb of [Southern] City. Throughout his educational experiences, he has attended only
public schools. Justin never really considered teaching until he entered [the university] in
2006 as a freshman and had to declare a major. While he originally chose physical
education when he first enrolled at [the university], he realized that being a classroom
teacher was more conducive to his life goals. Therefore, he re-enrolled in 2013 as an
elementary education major. This realization occurred when he withdrew from school
and worked as a forklift driver for five years. During this time, he determined that his job
was a “dead end” because there were no movement or promotion opportunities. In this
section, a timeline of experiences from birth to his last semester of teacher preparation
will be presented to show who or what has shaped his beliefs about teaching and learning
(see Figure 10).
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Justin’s Timeline
Justin’s birth—1989
Born in [Carriage Town]

Spent a lot of time at in a school
environment because his mother
worked there
~ Community of the school
~ Socializing with teachers outside
of classroom setting
~ Attending events

Age 11 or 12—Diagnosed with
ADHD
~ Teachers did not cater to him
~ Teachers did not meet his needs
or learning styles

6th Grade—Public School
Negative Teacher
~ Outline lecture
~ Overhead projector

Graduated High School—2006

Withdrew from current
University—2007
~ Not prepare to write a paper,
time manage, or study
independently

Enrolled at current University—
2006
~ Physical Education Major
Enrolled at local community
college—2007

Withdrew from local community
college—2008

Worked as forklift driver from
2008-2013
~ Came back to school after he
realized there was not movement or
promotion opportunities

Sisters—Special Education
Assistants
~ Helped and worked with
special education students that his
sisters worked with

Re-enrolled at current University—
2013
~ Elementary Education Major

Education Coursework
~ Strategies and methods
~ Lesson planning
~ Practice lesson delivery
~ How to organize lessons
~ Evaluating resources

Student Teaching and Field
Placements
~ Hands-on experience
~ Application of course content
~ Lesson Planning (good and bad)
~ Thinking on feet/adapting

Figure 10. Justin’s Timeline
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Kay
Kay is a 27-year-old white female and a non-traditional student at the
metropolitan university under study who was born in [Plains] State. Early in Kay’s life,
she relocated with her mother to [Southern] City and has received all of her educational
experiences in [Southern] City. Kay has attended local public and private schools and has
continued to live in the area. Kay had not thought about being a teacher until after she
gave birth to her son in 2009. After having her son, she realized that she liked kids and
that the schedule and type of work that a teacher does would be helpful and conducive for
her as a single mom. In this section, a timeline of experiences from birth to her last
semester of teacher preparation will be presented to show who or what has shaped her
beliefs about teaching and learning (see Figure 11).
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Kay’s Timeline
Kay’s birth—1988
Born in [Plains] State

Moved to [Southern City] with
mother
~ Single parent family

2nd Grade—Public School
Negative Teacher
~ Mean
~ No tolerance or patience
~ Time math worksheets
~ Could not stand kids
~ Learning cursive handwriting
through PBS videos

3rd Grade—Public School
Inspirational Teacher
~ Happy
~ Upbeat
~ Excited to be there
~ Played games
~ Songs
~ Fun and engaging

Graduated high school—2007

Enrolled at current University—
2007
~ Criminal Justice Major

Withdrew from current
University--2008
Became pregnant—2008
~ Single Mom

Enlisted in Air Force—2008
~ Withdrew due to family illness

Attended therapy sessions with
son: 2009-2016
~ Behavioral, developmental,
occupational, speech, and
physical therapists
~ Observed therapists
~ Worked with him on therapies
at home

Gave birth to son—2009
~ Born at 26 weeks gestation
~ Premature
~ Developmentally Delayed
Re-enrolled at current University—
2012
~ Undecided at first
~ Elementary Education after
realizing she liked kids

Education Coursework
~ Irrelevant Strategies: foldables
and jigsaw
~ Professors did not teach—lots
of group presentations of material
~ Lack of relevance and purpose
to classroom practices

Student Teaching and Field
Placements
~ All students are different
~ Trial and error to see what works
for students
~ Identification of population in the
classroom
~ Meeting students needs

Figure 11. Kay’s Timeline
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Mandy
Mandy is a 40-year-old white female and a non-traditional student at the
metropolitan university under study. Born in [Mountain] state, Mandy had lived and
relocated to [Southern] City with her mother and father for most of her life. While in
[Southern] City, she had attended the local public schools and had continued to live in the
area after moving out on her own. During high school, Mandy thought and desired to be a
drafting teacher but was swayed by the opinion of her mom and enrolled in a nursing
program after high school graduation. After realizing this was not for her, she changed
her major to architecture, graduated, and worked for a rental construction company. It
was not until she was married with stepdaughters that she really decided teaching was for
her. In this section, a timeline of experiences from birth to her last semester of teacher
preparation will be presented to show who or what has shaped her beliefs about teaching
and learning (see Figure 12).
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Mandy’s Timeline
Mandy’s birth—1976
Born in [Mountain] State

Relocated to [Southern] City with
Mother and Father

Played teacher with friends in
fourth or fifth grade

7th Grade—Public School
~ Drafting class

High School—Public School
~ Continued to take drafting
~ Aided drafting teacher with 7th
grade class

Graduated high school—1994
Changed major to architecture—
1994
~ Advisor was concerned
~ Thought it could help her be a
drafting teacher

Enrolled in local technical
school—1994
~ Nursing major: influenced by
mother

Worked at construction rental
company for approximately 13
years
~ Left because of no room for
movement or promotion

Graduated technical school with a
degree in architecture
~ Low GPA
Got married and became the
stepmother to 3 stepdaughters
~ Helped oldest with homework
and areas of need
~ Inspired her to be a teacher
~ Husband supported and
encouraged her to become a
teacher

Enrolled at current university
~ 15-year gap
~ Elementary Education Major
~ Work against her prior GPA
~ Straight A’s since enrolling
Field Placements
~ Not as beneficial because it was a
snapshot and not the reality of a
classroom
~ Observation of techniques and to
gain ideas

Education Coursework
~ Teaching is different than she
remembered
~ Observed what professors
taught and how they set up their
classes
~ Hands-on experiences
~ Techniques and strategies that
help most students

Student Teaching
~ Showed the real life of a teacher
and the classroom
~ Reflective thinking of daily
classroom practices

Figure 12. Mandy’s Timeline
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Thematic Analysis of All Nine Narratives
Using thematic analysis, I analyzed the interview transcripts to identify themes
regarding the three research questions that guided this study and to reveal what
commonalities there were amongst the elementary preservice teachers in this study:
1. What do elementary preservice teachers’ believe about teaching and
learning?
2. In what ways have elementary preservice teachers’ educational experiences
shaped their beliefs about teaching and learning?
3. How has their participation in a formalized teacher preparation program
shaped their beliefs about teaching and learning?
Research Question 1: Beliefs about Teaching and Learning
In regard to research question 1, beliefs about teaching and learning, the themes
identified were consistent among the elementary preservice teachers regardless of their
college entry level. The following two themes were identified—getting and applying
knowledge and preparing for “real world” and society.
Getting and applying knowledge. As stated by all nine preservice teachers,
teaching is the process of getting knowledge from others and their environment and
giving knowledge to students so they can apply what they have learned to other
situations. On the other hand, learning is the process of applying what was taught to other
situations or contexts. According to Lily, a traditional preservice teacher, teaching is
when “somebody . . . has the full knowledge . . . [and] can kind of sprinkle it to
everybody else, so they can grasp the knowledge of that.” Therefore, to Lily, teaching is
the process of giving what one knows to others so that they can use it on their own.
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Similar to Lily, Mandy, a non-traditional preservice teacher, believes that
teaching is the act of sharing information and what one knows with students. Thus, a
teacher’s purpose is to teach the curriculum so that students know the material and
content. However, she believes that this can be done in many different ways and not just
one. She stated:
Well, I believe that you should find many different ways to teach students. You
teach all of them and you have different kinds of learners. And I think, um, doing
activities that benefit each different kind helps . . . helps you be a better teacher. It
helps you relate to more of your students. It helps you focus your lesson on them
and not on what you are, like what kind of teacher you are. It’s hard to do
sometimes if it’s not a way you learn. It’s hard to think the way the students
would but it’s important to do.
As stated by Mandy, teaching is more than just teaching content. It is making sure that
the teacher is teaching students in a way that they can gain the information and use it on
their own. Without teaching them in an effective and meaningful way, students may not
learn the intended content that they need as they progress through the grades. Therefore,
it is important to meet their needs and learning styles as teachers teach students in their
classrooms.
Like Mandy, Justin, a non-traditional preservice teacher, stated that teaching is the
act of fostering or “harnessing . . . someone’s mental capabilities . . . and making them . .
. enjoy using them” so that they can apply what is taught to them in “the real world.” To
foster and harness what someone knows, Justin believes that it is important to do the
following:
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. . . [Make] connections to students’ lives. Uh, I think knowing what students are
interested in and, um, knowing that those things are not just dumb kid things, uh,
like, uh, current cartoons, current games that they’re into, you know, all that stuff.
That can be used in the classroom for just simple examples, discussions, things
like that. I think that making a connection to kids’ lives as a teacher is so
important that you . . . it . . . it almost feels like a waste if you have a lesson and
you, uh, don’t. So, really . . . I guess really teaching is making, uh, making
connections to kids’ lives with this content that you’re
. . . that you’re trying to get through to them.
Like Mandy, Justin believes that teaching is more than just the curriculum, but making
authentic connections to students’ lives so they know the relevance behind what is being
taught so that it will last longer than “that one afternoon or that one hour that you’re
[teaching the concept]. But having it stick, so they can build on it.” Without this realworld connection, he believes that students will not learn the content in a meaningful
way, and therefore, lose the content that they made need in their “real world life” after
formalized schooling.
Preparing for “real world” and society. Another theme that was identified
regarding research question 1 was the belief that teaching and learning in the school
setting contribute to the preparation for the “real world” and success in society. As noted
by Minnie Tangle, a traditional transfer preservice teacher, she believes that schools are
institutions where students need to do the following:
. . . Gain knowledge, it's to teach children how [to] survive in society . . . they’re
going to need math, they’re going to need English, they need to know how to
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write, but they also need to know how to have a conversation . . . how to respect
adults . . . how to respect their peers . . . the social norms . . . . You have to teach
them not only academics but also teach them all the social conventions that are
acceptable and what isn’t acceptable and why that’s not acceptable.
Therefore, she believes that the purpose of school is to teach students the skills needed to
be successful in society, such as respect, communication, and academic knowledge.
Similar to Minnie Tangle, Lily, a traditional preservice teacher, believes that
schools:
. . . Build you up to get to the point of being an adult. And then, once you get to
that point of high school level and you graduate it’s going to . . . it’s kind of like
your lifetime career. School is building you up until what you’re going to get to
after you graduated. It’s learning all the stuff that you need to be able to function
in everyday life whether it

. . . if it’s math, or reading, or science, problem

solving skills. School kind of . . . it starts off in kindergarten really small and it
just builds up, and builds up into high school until you further your academic
career into what you want your actual lifetime career to be.
To Lily, school is a foundational component in making students successful in the “real
world” and in their everyday life. Hence, the purpose of school is to prepare students for
their future by giving them the needed skills for success.
While Lily believes that schooling provides students with a foundation, Kay, a
non-traditional preservice teacher, believes that school provides students with a narrowed
focus on their future. She stated that schools must do the following:
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Prepare children for adulthood. Make them successful . . . while keeping in mind
not all kids are going to be on a college path. We have to have people in every job
and you have to prepare them for whatever that may be. In elementary school, it’s
kind of preparing them to be successful in middle school and into high school so
that . . . because high school is the real determining factor on whether they’re
going to take that university path or the technical path. But preparing them to
even make that decision, it . . . it starts Day 1 pretty much.
All in all, the preservice teachers noted that the main goal of teaching was to
prepare students for life after school. Accordingly, their beliefs revolved around what
they believed was necessary for preparing students for the “real world,” such as respect,
academics, and social skills.
Research Question 2: Educational Experiences
In regard to research question 2, how their educational experiences have shaped
their beliefs about teaching and learning, three themes were identified amongst the
traditional preservice teacher and the four traditional transfer preservice teachers—
positive and negative teachers, family support or lack of support, and field experience
prior to teacher preparation— and three themes were identified among the four nontraditional preservice teachers: positive and negative teachers/school experience, family,
and life experience.
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Traditional preservice teacher. Throughout Lily’s interview, she mentioned that
her family support, positive and negative teachers, and field experience prior to teacher
preparation shaped her beliefs about teaching and learning.
Family support. From a young age, Lily reported that her grandmother was a
huge supporter in wanting to become a teacher and inspired her to role-play. She
reported:
. . . My grandmother . . . worked at a Mother’s Day Out, and she was a teacher in
like a four-year-old class. And I went there . . . from like, you know, infant till
fourth year when I went to kindergarten. And I loved going there and at her house
she had like a . . . old time little school desks, you know that everything’s
connected. The books are in the bottom and that’s where we would always play it.
And I just loved being able to pretend that I was a teacher, that this is my
classroom, and I have all of these students. And I was going to teach you and I
guess that’s why I always loved it. It made me feel very like very in [the] lead like
I really knew what I was talking about, like I was really important, like I was
really smart because I always knew you had to be smart to be a teacher because
you have to know how to do this, you have to know how to do that. You have to
know all of this stuff because you have to teach it to everybody.
For Lily, the experiences with role-playing and Mother’s Day out that she shared with her
grandmother shaped her beliefs about teaching and learning. As stated by Lily, a teacher
must be knowledgeable, smart, and have an understanding of what he or she is teaching
to teach students effectively. Without this understanding, the teacher cannot effectively
teach others, and ultimately, cannot do his or her job successfully.
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Positive and negative teachers. Throughout Lily’s educational experiences, she
encountered positive and negative teachers that shaped her beliefs about teaching and
learning. The most positive teacher for her was a high school English teacher and prom
supervisor that Lily was a teaching assistant for. According to Lily, she inspires to be like
this teacher. She reflected:
In high school, she was never my teacher. But I look up . . . to her till this day . . .
She was the prom supervisor. And I was on the prom committee when I was in
11th and 12th grade . . . And she was actually the reason why I decided to get a
minor in English because I was like, ‘One day I might want to be like her and be a
high school English teacher.’ She just really, really cared. And even though the
kids didn’t know that she cared as much as she did, she would always stay after
school and grade papers. She gave them so many opportunities to learn again if
they didn’t get the skill or even extra credit if they were just lazy kids that didn’t
want to do their work. Like she really, really cared. And she was just so funny,
and super engaging, and super silly . . . She was really caring and always wanted
the best for her students even if they didn’t want the best for themselves.
As stated by Lily, she believes that in order to teach, a teacher has to care and try as many
ways as possible to get students involved and to provide them with opportunities to be
successful. Therefore, like this teacher, Lily wants to be the same way in her future
classrooms by using strategies that she saw this teacher use in her classroom, such as
engaging stories, connections to real life, videos, and novels.
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On the negative end, Lily also mentioned a negative teacher who shaped her
beliefs about teaching and learning. She noted that her high school biology teacher
significantly impacted how she plans to structure her classroom. She reflected:
Well, when I was in 10th grade it was 10th grade Biology. I’ll never forget this
teacher in my whole entire life . . . it was very apparent that she didn’t care, that
she was just there because she had to be there because it was her job. She was not
organized. She didn’t have the structure of a classroom. There was no type of
organization . . . nothing was ever the same . . . Like one minute she could say,
‘Hey, we’re going to have a project due on Friday. This is what it needs to have.’
Yada, yada, yada. Here comes Friday. ‘Oh, we’re not going to—we’re not going
to do that.’ So after you’ve done this whole project and done all of this stuff she
decides that she doesn’t want to do it. And it was just very hard to even go to the
class knowing like, ‘Well, do I even need to pay attention to this because I don’t
know if she’s going to change her mind by next Thursday or if we’re going to
have a test on it.’ . . . Like it kind of made me nervous to go because I was like, ‘I
don’t know what this lady’s going to say.’ Like I don’t know if she’s going to say
I have a five page paper due Friday. And I bust my butt all week long doing it and
then it’s not even due. It was very frustrating . . . very frustrating.
As a result of this experience, Lily claimed:
. . . It’s definitely made me realize that kids need to have structure. They need to
know what we’re doing at this day. When it’s going to be due, and you have to
stand your ground because we have students in my class that they can just turn in
projects whenever they want. And that’s not mainly their fault. It comes from
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their parents and all that type of support at home. But if you’re not firming your
ground like, ‘Hey, this is when it’s due. I’ve given you all week to do it . . . a
week and a half . . . this is when it’s due.’ Then they know that’s when the
project’s due. And like if you give an extension to one student because of this, it’s
not really fair for the rest. And always giving the students even if you do change
the schedule let them know. We always let them know like at the start of the day .
. . That way they know what’s going on . . . So, it’s, um, they know what’s
expected and what’s going to be expected of them.
Lily believes that in order for students to learn in a classroom setting, they need to know
what they are learning and the expectations of the teacher. Based on her experience, if the
students do not have this understanding of the expectations, they are unsure of what they
need to know, what is expected of them, and how they are going to be accessed.
Field experience prior to teacher preparation. Prior to teacher preparation, Lily
worked as an aftercare teacher and was a substitute teacher for a fourth-grade teacher at a
private school. As stated by Lily, this experience shaped her beliefs about teaching and
learning because she saw the need for modeling and teaching the content to students
before having them practice a skill or concept on their own. She reflected this way on her
experience:
. . . I substituted for fourth grade a few times . . . I know I was just a substitute,
but there was not a lot of teaching going on . . . there wasn’t a lot of, you know,
modeling and teaching, ‘Hey, this is how you do this. These are the rules. This is
that.’ It was just like giving them this and, ‘Good luck,’ you know. . . it was just
there was not a lot of modeling going on… . . . there was a lot of worksheets… . ..
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This experience shaped how Lily saw teaching. She noted that as a future teacher she
believes in modeling and showing students how to do specific skills and concepts so that
they effectively learn the material:
. . . It definitely makes me realize that you have to show the students what they’re
going to be doing because like I said, there’s so many of those visual learners or
even those auditory learners. They want to hear how to do it the steps to do it, or
see how to do it, or an example of how to do it . . . But it’s definitely made me
realize that I need to model a whole lot and be aware of every student and make
sure that—I just can’t give them a piece of paper and expect them to know
something they’ve never been taught before . . . I mean, you can problem solve.
There’s always a time to problem solve—we--within school. But you just can’t
give them something on like commas and say, ‘Here you go. Figure out where to
put the comma’ because there’s a specific place. They need to know the rules, and
how to do it, and everything.
For Lily, she believes that teaching should be centered on students’ learning styles and
needs. Conversely, if students are unaware how to do a specific skill or they do not know
or understand the rules, then it is not beneficial to their success in mastering the content
or concept.
Traditional transfer preservice teachers. Throughout Minnie Tangle’s, Rylen’s,
Tia’s, and Cat’s interviews, they mentioned their family support or lack of support,
positive and negative teachers, and field experience prior to teacher preparation shaped
their beliefs about teaching and learning.
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Family support or lack of support. Throughout the traditional transfer preservice
teachers’ interviews, family support and lack of support was a common theme. In regard
to family, the traditional transfer preservice teachers projected the support as either a
positive or negative aspect of their life.
Positive support. According to Tia, her earliest experiences were inspired by the
love that her mom and grandma had for others. Her grandmother and mom had big hearts
and this made her aspire to be like them. Tia reflected how her grandmother was a foster
parent and how the “caring that she had rubbed off on me. And it made me want to help
people and it made me want to love people just the same way that she did and I was
always taught that . . . ” This influence made Tia aspire to be a teacher. Tia stated that she
had “. . . always wanted to be a teacher since I was . . . since I can remember. I always
liked to get teaching materials as my toys . . . So I had boards, and markers, and . . . It’s
always been a first love of mine.” For Tia, becoming a teacher was a way of caring and
sharing her love to children and a way of giving back and being like her mom and
grandmother. Teaching makes her feel accomplished and instills a passion in her that
believes everyone is capable of learning. Therefore, as a future teacher, she believes that
all students are capable of learning if the teacher cares enough to meet their needs.
For Minnie Tangle, she loved to learn and read from a young age and was
encouraged to become a teacher from her grandmother. She said this:
I mean my grandma has always supported me and everything I wanted to do . . .
when I was little [she] would buy me the school books who would buy me the
chalk who bought me the little desk that had my name on it and the little bucket
underneath so I mean my grandma really she just wanted me to do whatever I
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wanted and she saw that desire so she helped feed it . . . she was, she’s big on
reading and writing and she’s kinda the one that really got me into learning to
love and like love to learn. I lived with her in high school, and every weekend we
went to the public library and I’d come home with like 10 books and I would read
them that week and then we’d go back, but she would always take me she’d take
me to the library to get books; she’d take me to the bookstore to get books
anytime I had a project she was all on it to help me, and I said I wanted to be a
teacher so she just pushed me; whatever I needed she helped me . . . she just kept
pushing; she would just do anything for me to get me whatever I needed to be the
best that I can be . . .
Minnie Tangle’s grandmother was the strongest supporter of her becoming a teacher and
shaped her beliefs about teaching and learning through her support, expectations, and
involvement with Minnie Tangle’s love for learning and reading. Due to this influence,
Minnie Tangle is a huge believer in reading to students and in helping them become
interested in books. As claimed by Minnie Tangle, this experience with her grandmother
helped her realized that using novels is an excellent way to help students learn hidden and
academic curriculum because novels “hit on a lot different things that basals don’t, like
social behaviors and social norms . . . ” Minnie Tangle believes that teaching and learning
can happen outside of allotted or required teaching materials and that teachers should
think outside of the box on how to teach and meet the needs of their students
academically and socially.
For Rylen, who was homeschooled by her mother for the majority of her K-12
experience, her mother supported her beliefs about teaching and learning throughout her
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schooling experience by giving her the freedom to learn about things that interest her.
She explained in this way:
I would say in my homeschooling experience I had the freedom to learn what I
wanted. . . . I had my curriculum and I had the certain things that I had to learn,
but if I wanted to take extra time to learn about different things I was able to do
that. Um, and so, through that it really fostered my love for learning. And I mean,
even today like I love learning little facts about maybe how things are made, or
the purpose of that, and just little fun facts. And so, I think when I was able to
create a . . . a deeper, uh, knowledge of things. I think that kind of helped me
want . . . that helped me want to be a teacher.
As a result of being homeschooled by her mother, Rylen believes in teaching towards
curiosity and making students interested in lessons by answering their questions so that
they are engaged and want to learn. She reflected with these thoughts:
We try to do a lot of, um, inquiry-based learning where they are, um, they may
have been exposed to something previously, but you make them curious about
what they’re learning, um, get them interested in it, and then it just kind of leads
from there . . .
As stated by Rylen, getting students interested in learning the content or concept is
important to their understanding of the material. She believes in answering their
questions, showing them pictures, and researching topics to foster their interest and
curiosity.
Negative support. During her elementary school years, Minnie Tangle’s parents
divorced, and she was moved to a public school. This transition was difficult for Minnie
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Tangle, as she lived with her father for the rest of her elementary school and middle
school years and with her grandma for some of her high school years. Minnie reflected
about how homework was often challenging because she did not have the home support
to be successful with homework. She said the following:
My dad . . . was never a good student ever so it was me and then I also had to help
my little brother . . . I remember that in high school I’d come home and I had
geometry homework and I didn’t know how to do it. My dad didn’t know how to
do it so I would just, it was no use to me because no matter how much I tried I
couldn’t figure it out because I had no one to help me and I didn’t understand it at
school.
This experience has shaped her beliefs about teaching and learning and how she views
and uses homework in her classroom:
Umm well, even now I have one student who’s umm she’ll come in and she’ll say
my mom and I didn’t know how to do this problem and I’m not gonna punish her
for that because that’s not fair I’m just like ‘it’s ok we’ll go over it,’ so I feel like
if the kids don’t have someone to help them, why send it home; it’s not benefiting
anyone.
Due to having little support at home as a child, Minnie Tangle believes that it is unfair to
punish students for not having supportive parents at home. Instead, she believes that
students should receive the majority of their instruction in the eight-hour period they are
in school and that homework should be reserved for students who are “struggling or as
far as studying for test or quizzes and stuff.”
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For Rylen, she also reported that her parents divorced when she was in first grade.
During this time, her mother returned to work. While her mother was active in her
classroom, her dad was not. She recalled:
. . . I remember like he would make me do my homework and he would check it.
But it wasn’t a . . . he just wasn’t really involved in my school . . . other than that
like my dad wasn’t very involved. So, um, besides involvement I don’t think it
really had any ramifications in my education.
Like Minnie Tangle, this experience shaped Rylen’s beliefs about teaching and learning
because she is now aware that some students have support at home while others do not.
She has become aware that it is important to be understanding of these situations because
“parents have their own lives. They’re busy working and doing other things . . .” and may
not have the time to help their student(s) at home.
Positive and negative teachers. Throughout the traditional transfer preservice
teachers’ interviews, positive and negative teachers was a consistent theme. In regard to
teachers, the traditional transfer preservice teachers projected experiences with their K-12
teachers as either positive or negative.
Positive. Minnie Tangle explained that the teacher who shaped her beliefs about
teaching and learning was her second-grade private school teacher:
I think that the first one that really impacted me was in 2nd grade, umm she just
[was] really like supportive and she made things fun. I went to a private school, so
everything was in the classroom, all of our the only thing we left the classroom
for was like recess and pe, music, art, that was all in the classroom and umm the
teacher I had just made it really fun, and she made it accessible for all and umm
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so I think that she’s what kinda started me on that path was that teacher. [She had
us do] . . . a lot of projects and I thought that was a lot more fun than just the
regular sitting and reading and then reproducing things umm she was big on
group work; she would she had us seated in groups; we weren’t in rows or
anything, and she encouraged uh discussion . . .
Minnie Tangle explained how this type of experience shaped the way in which she
teaches currently and how she will teach in the future:
I think that’s why I’m big on discussion because she wanted to know what we
thought. She didn’t want us just answer the question, she wanted us to explain and
tell our opinions, and even if our opinions were wrong that was acceptable
because she wanted to know what we thought and why. And I feel like some
teachers are not like that; they just want the answer and move on, and I think
that’s what kinda sparked it in me because she wanted to know why I thought that
way rather than just what the answer was.
As a result of this experience, Minnie Tangle strives to be open and encourage discussion
in her student teaching placement and future classroom. She believes in keeping students
actively engaged in dialogue and wants them to explain and justify their reasoning when
answering questions. At the end of elementary school, Minnie Tangle had another
inspirational public school teacher in fifth grade. She reflected that this teacher was
similar to her second-grade teacher:
. . . Big on umm . . . again discussion and projects, and she was just very kind
like she knew all the students; she knew us all she knew [what] we liked, she
knew what our favorite books were, she knew what our home lives were like, she
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knew who our friends were, so I felt like she really inspired me because she’s,
she’s very she just wanted to know her students more than ok your name is soand-so; she wanted to know our interest.
Minnie Tangle tries to be like her fifth grade and second-grade teachers by trying to make
learning fun and by knowing her students:
My kids are really into Minecraft, so I had them make pixel people, and they had
to find the area and perimeter of them. So I try to bring in cultural aspects in
math. I know some of my students really like Alabama football, so I try to write
problems with their interest.
As stated by Minnie Tangle, she believes that teaching is more than teaching the content.
Teaching involves knowing the students in her room so that she can make her lessons
interesting and engaging based on their interest and who they are as students, such as
their learning style and culture.
Like Minnie Tangle, Tia experienced a teacher who shaped her beliefs about
teaching and learning in a positive way. However, her experiences took place in middle
school and high school. She recalled this about her middle school math teacher:
[She was] so wonderful in the way that she laid the information out for us because
most people, ‘Oh, I . . . I can’t. I hate math’ and ‘I don’t like math.’ But I really
think it’s the way it’s presented because even though it can get difficult in college
and high school level, I feel like if you have that teacher that’s going to take it
step-by-step and if they care enough to actually help you, and teach you, then you
will learn. You will love to learn it . . . [She] never did it in one way. Like I have
some teachers that, ‘Okay. We’re going to go over . . . I’m going to lecture you.
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Here’s a PowerPoint. This is . . . ’ Which in college is fine because we’re college
level. But at a middle school or, um, elementary level you need different
techniques. You need visuals, videos, maybe a PowerPoint, maybe group
activities, you know, something that’s going to keep me wondering what we’re
going to do. Like, ‘What are . . . what am I going to do in class today?’ And I
came to her class excited about it . . .
Tia believes that modeling and showing students how to arrive at the right answer is
beneficial, specifically in subjects like math and science. She also believes that a teacher
needs to keep students wondering and excited about the content being taught by using
multiple strategies and methods. She said she does not want the following:
. . . Want [her] students to ever just get . . . feel like, ‘Oh, um, we’re going to do
the same thing every day. We’re going to do this, do a worksheet’ and, you know.
I want it to be exciting and different whichever way can reach them best.
In high school, Tia mentioned that she had another teacher that shaped her beliefs about
teaching and learning. Just like her math teacher, her chemistry teacher made her start to
love science because she made it relatable:
. . . Actually made it seem like . . . related real-life activities. Like for instance, I
got to find out what the equation was for baking soda. And I was like, ‘okay. So,
baking soda makes sense because this is . . .’ you know. This is one element and
this is another element. And I eat these elements and I know about this element.
And it was just like everything that she said I was like, ‘Okay. So, this is real-life
stuff that I’m learning about. There’s nothing that I won’t be able to use.’ So,
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that’s how she made it, um, very memorable. She presented it to me in ways that
kind of related to me.
Tia believes in helping students see the connection between the content and real life so
they can use it in real-life situations.
Cat noted she also had a positive fifth-grade teacher who shaped her beliefs about
teaching in learning because this teacher taught her “that just because you’re not sitting
with a paper and a pencil doing this the entire day, you’re still learning a lot.” She
remembered the following:
Uh, in fifth grade I had this amazing teacher and she had been teaching . . . been
teaching [in the] inner city for 10 years. And so, she came to my school and, um,
she taught. As much as she could teach with art she did. She loved doing art. I
mean, we learned . . . geometry that year, so we did all kinds of Mosaics with all
these different shapes, and we found the area. And, uh, we did word art where we
did our, uh, made art out of our, uh, the words that we were using that week in
science, or social studies, or whatever subject she chose. And so, I think she’s the
one that inspired me to think outside of pencil, and paper, and a desk. And, uh
really see different creative ways for them to learn and to do things just so. If you
mix it up, you’re hitting all the different learning styles and they’re still wanting
to come back to your class.
This experience and teacher shaped Cat’s beliefs about teaching and learning because she
realized that there were different ways for students to show what they learned from a
teacher’s lesson. For this reason, she aspires to do similar activities that allow students
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different avenues for showing what they learned besides paper, pencil, and desk
activities.
Negative. While most preservice teachers recalled numerous positive teachers,
they also pointed out that specific negative teachers also shaped their beliefs about
teaching and learning and how they planned to either take the place of these teachers or to
teach in an entirely different way. For Tia, she encountered a couple of teachers that she
felt didn’t love to teach and just did it because it was a job:
I’ve had some teachers that I could tell that they didn’t love to teach, they just did
it because it was a job. And those type of teachers are teachers that I . . . I
probably . . . I never made lower than a B, but I probably had a B in their class
because I didn’t like coming because I could tell that they didn’t like teaching. It’s
like if you can still take that type of action or that type of emotion towards me it’s
like I’ll give it back to you. It’s kind of like a give/take kind of thing. If I know
that you don’t want to be here I’m not going to want to be in your class either . . .
Tia believes that teaching is more than just a job because it impacts the future. She thinks
that a teacher needs to be present, active, motivating, engaging, and fun because if he or
she is not, the teacher is only hurting the students and the future they will have. As a
teacher, she believes that a teacher needs to enjoy teaching and truly be interested in what
is best for students so that they learn and enjoy being in school.
Cat also had a negative teacher in school even though she always loved school.
According to Cat, she was a very active child and had trouble sitting down for three hours
without talking to her neighbor. Yet, this teacher frowned upon this type behavior:
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. . . I can remember [a] specific first grade teacher who expected us . . . She had
taught sixth grade for like 10 years. And then, they put her in the first grade and
she expected her first graders to act like sixth graders. And so, there was a lot of,
um, issues with that I guess just kind of struggling with who I was and trying to
contain myself in her class.
This teacher made her re-examine who she was as a person in her class and her beliefs
about teaching and learning. As a result, she determined that it was appropriate for
students to talk and be active because they can still learn in this manner. She explained in
this way:
So, um, I think that was probably one thing that I didn’t want my kids who
struggled with that to necessarily like be in trouble or be the bad kid, um, because
Yeah, just because they can’t sit still doesn’t mean they’re a bad kid. It means
they’re active. So, they’re always my paper passer outer, or my board holder, or
they’re always . . . they’re my something.
Due to her experience with this first grade teacher, Cat has found ways to go against the
belief that students need to be still and quiet in the classroom to learn.
Even though Rylen was homeschooled for most of her K-12 schooling
experience, she also noted that she had a negative experience with a teacher aide in third
grade. In third grade, she stated that she was really bad in math, so her third-grade teacher
had the teacher aide drill her with multiplication flashcards. She recalled the experience,
which significantly shaped her beliefs about teaching and learning:
Uh, when I, uh, was younger . . . well, I’m still really bad at math. But, um, in
third grade when you start learning your multiplication I was really, really bad at
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it and I just really struggled. And I remembered, uh, I would get sent out in the
hallway to work with the teacher’s aide . . . she was awful and she just . . . we just
did flashcards. That’s all we ever did, and I received no positive feedback. So,
when I was telling her the answer her facial expression like never changed. It was
no, yes, or no. So, I had no idea. Like as I was saying the, um, product I had no
idea if I was getting them right or wrong. But her

. . . the look on her face was

always just sour. And so, like I hated going out there with her and so I think it
took me a lot longer to learn my multiplication tables because of her. I just
associated multiplication tables bad because I’d get sent out in the hallway.
This experience has caused her to see the importance feedback has to students’ learning
process. In terms of feedback, she tries to do the following:
. . . Work one-on-one with students now, I make sure that I tell them, you know .
. . right away. Like sometimes we do flashcards. You just have to do them
sometimes. But I’ll make a pile of yes, no. And then, we go over the ones that
were yes and the ones that were no so that they know, ‘Okay. I do know those.
Okay. I did not get those right’ and they can all apply it and practice those. And
I—I make sure to reinforce whatever it is of like, ‘Yes, that’s correct. You did a
great job’ or ‘No, let’s—let’s try this again in a different way’ because I just
remember feeling really bad. Like I felt dumb whenever I was working with her
even though she like never said anything. I just felt bad. It made me feel bad
about myself.
Without feedback, Rylen thinks that students will feel unsure of themselves like she did
as a third grader, which can hinder not only their understanding of the content or concept
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but the confidence they have in their ability to master the content. She believes it is
imperative to provide students with feedback so they know how they are performing and
so they can continue their good work or work harder to master the content or concept.
Field experience. Throughout the interviews, traditional transfer students
claimed field experience prior to teacher preparation shaped their beliefs about teaching
and learning because it provided them with hands-on experience teaching and working
with siblings or students. As stated by Rylen, her being homeschooled by her mother
provided her with the opportunity to teach her younger siblings:
Um, my sister is seven years younger than I am and my little brother’s 15 years
younger than I am; so it’s kind of hard to, uh, incorporate things you know,
because while my sister’s learning to, you know, spell, I was learning how to do,
you know, uh, long division and those kind of things. So, um, as she got older it
became easier because I would help her with her schoolwork . . . [and] play
[games against] her so that she would have somebody to go against . . . as I got
into about my senior year of school, my little brother was in, um, he was about
preschool age. And so, I would, um, teach him every once in a while, while my
mom helped my sister get started on her work, um, you know. We would do . . .
the beginning things of the day. Like . . . calendar work . . . I saw that my brother
and sister learned in two different ways. And I learned in a different way than my
sister . . . brother . . . doesn’t want to sit and do worksheets and different things
like that. He wanted to be up, and moving, and painting, and doing different
things . . . so, just to see that, um, like he was interested in those things and he
was able to apply [it] . . . And I’d say the same with my sister of, um, you know,
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seeing that . . . she was just a different learner. She didn’t want to read the book.
She would rather have it read to her. Um, she didn’t like worksheets either. She
just wanted to talk about it with you.
This experience made Rylen realize that all students are different. In her future
classroom, she indicated that this would affect how she will teach in her future classroom
because she would have to teach towards students’ learning styles.
While in high school, Cat also had the opportunity to participate in community
service programs where she tutored and built homes for families in need. These
experiences shaped her beliefs about teaching and learning, as she gained hands-on
experiences with students in elementary, middle, and high school. These experiences also
showed her that no matter how different students may be, they are capable of learning as
long as someone is attentive to their needs and taps their “unlocked potential.” Cat
realized that she could inspire someone to learn by helping them “love [learning] just as
much as she does” by being passionate about teaching and by providing them with
tutoring on an individual level.
Non-Traditional Preservice Teachers. Throughout Nicole’s, Justin’s, Kay’s,
and Mandy’s interviews, they mentioned that their family support or lack of support,
positive and negative teachers and school experiences, and life experience prior to
teacher preparation shaped their beliefs about teaching and learning.
Family support or lack of support. Throughout the traditional transfer preservice
teachers’ interviews, family support and lack of support was identified as a theme. In
regard to family, the traditional transfer preservice teachers projected the support as
either a positive or negative aspect of their life.
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Support. According to Kay, her mom was very supportive while she attended
school and held her to high expectations that shaped her beliefs about teaching and
learning:
My mom . . . rode me really hard in school even though I was not a good student.
I didn’t become a good student until college and much, much, much later in
college . . . she rode me very hard. She had very high expectations, and I feel like
due to her high expectations I have high expectations for my students and
sometimes I’m kind of like, ‘They should be able to do this, but they can’t. I need
to take a breather on it.’ But I feel like sometimes that . . . I feel like I expect . . .
and this is the craziest thing I think I’ve ever seen. I expect fourth graders to
know how to put paper in brads. You should not need my help with that. You
should not need my help zipping your pencil pack. You should not need my help
zipping a Ziploc. I have fourth graders with no disabilities that cannot put pieces
of paper in brads, zip Ziplocs, or zip pencil bags. And I’m coming in going,
‘Why? Why can’t you do this? I’m not helping you with that.’ And I’m like,
‘Well, if they can’t do it, they can’t do it. I’ve got to help them.’ And I try to use
those as kind of like learning moments. And I do have high expectations, but I’m
also trying to remind myself I have to teach them to meet those expectations. And
I feel like I . . . I’ve gotten those from my mom because she had . . . she had high
[expectations]. And if I was able to pull myself up these kids can figure it out.
Kay believes that a teacher should teach students the content and practical skills so they
can be productive and successful students and individuals. She expects that after she
shows and models for them how to do a specific task, particularly a practical skill like
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putting paper in brads or zipping a Ziploc bag, the students should be able to perform the
task independently afterward.
For Justin, his mother was supportive of his beliefs about teaching and learning
because she worked at the schools he attended. As a result of her working at his school,
he claimed she involved him in many after school activities where he saw the school as a
community or family and saw how she interacted with students:
My whole life I had been around education and, uh, had been around . . . my mom
worked in a school for a long time. Uh, was never a teacher, or administrator, or
anything but she was everything except for that. Worked in the cafeteria, teacher’s
assistant, office, library, everything like that. So, uh I spent a lot of time around . .
. around all that. I really . . . enjoy the process of like going to school and being a
part of kind of like a miniature community . . . ‘School’s not just boring and you
come here. And then, you’ve got to go home and play video games, so you can
have fun.’ But like she’s--say like on nacho day when she’s the lunch monitor. On
nacho day she would get up on the stage in the cafeteria, and have no shame, and
dance to the tune of “Macho Man” and sing, “Nacho, Nacho Man”, you know, . .
. in front of the whole, you know, whoever was in the cafeteria. And I used to
kind of . . . I used to admire that and say, you know. I’d like to

. . . if I was ever

a teacher I’d like to do things like that, you know. When you walk through the
door say, ‘Oh, what’s Mr. Justin going to do today?’ . . . and that kind of thing.
And . . . and, uh, seeing how . . . I can’t tell you how many times we’ve been in
like a store, and somebody comes up to Mom, and, you know, like in middle
school and high school hugs my mom and says, ‘Oh, I miss you!’
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This experience and support to be involved with the school and students shaped Justin’s
beliefs about teaching and learning because he saw the school as a bigger entity than just
a teacher in the classroom. Justin saw the school as a community where everyone played
their part. For him, this was important because the community aspect of the school
impacted the way in which teachers and faculty members interacted with students. For
this reason, he wanted to be in a school that had a conducive and nurturing environment
that welcomed students and made them feel comfortable to learn.
Lack of support. Nicole claimed negative family support shaped her beliefs about
teaching and learning. She stated that she grew up in a “. . . poverty-level urban
environment” with her single mother and three siblings. Therefore, this type of
environment and lack of family support made Nicole strive for success as a student and to
become a role model and mentor for students who come from similar home lives. Nicole
confided this:
I know what it feels like to not have really positive role models growing up and,
you know. But I didn’t let that stop me. Like I still loved school and that was just
one of the I guess, um, big part of my day. Going to school I can, you know, um,
school . . . brought me happiness. So yes I love going to school, so.
School was Nicole’s happiness and inspired her to become a teacher because she could
become the role model and a mentor that could inspire and help children from a similar
situation. According to Nicole, she “loved playing school and being the teacher” even
though she did not get the support needed at home. She got this love of school and
teachers from inspirational role models throughout her educational experiences. As a
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future teacher, she believes she can be this role model or mentor that helps students enjoy
learning and coming to school.
Positive and negative teachers and school experiences. Throughout the nontraditional preservice teachers’ interviews, positive and negative teachers and school
experiences was a common theme. In regard to teachers, the traditional transfer
preservice teachers projected experiences with their K-12 teachers and schools as either
positive or negative.
Positive. As stated by Kay, she strives to be successful like her “favorite teacher
of all time,” her third-grade teacher. This teacher was very beneficial to her as a student;
therefore, she wants to be like her as a future teacher. She shared these memories of her
teacher:
Like she’s always just kind of stuck in my memory. Actually I called her and
talked to her about a year ago . . . just kind of gave her an update, and was like,
‘This is what I’m doing and part of it’s because of you.’ She . . . worked so well
with the students . . . she was always happy, always very upbeat and it really
rubbed off in her classrooms on us. Like it’s easier to learn when you’re around
someone that’s excited to be there and upbeat than someone that’s . . . yelling at
you the entire time . . . I remember in third grade we played a lot of . . . it was like
multiplication Around the World. But we had a song that went with it. And I’ve
tried finding that song and I can’t find the song. The internet does not have it
which makes me really sad . . . She had it on a cassette tape because it was before
CDs. And it was just a great . . . it . . . worked . . . I was horrible at math back
then . . . I guess whatever she was doing at that point was working then because I
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don’t know what it is right now off the top of my head. I have to think about it
before answering and with the way she did the game you d[idn]’t have time to
think about it. You had to spit it out right then or it’s moving on to the next
person.
Kay deemed her third-grade teacher as effective and wanted to be more like her and to
teach students in a fun, engaging, and meaningful way. In her student teaching placement
and future classroom, she believes in keeping students engaged and making learning
meaningful so that the students have a better understand the content or concept.
In middle and high school, Mandy also had a positive drafting teacher that shaped
her beliefs about teaching and learning. This teacher employed a lot of hands-on practice
and allowed Mandy to come in and assist lowerclassman with their drafting:
. . . When I was in high school I did a drafting class. Moreover, they offered it to
seventh and eighth graders at that school. Moreover, my senior year, that class
was like a two-hour long class. Moreover, then at the end of the day, I had, um,
on-the-job-training for marketing. And then, sometimes I’d go in that class and I
would, um . . . If I wasn’t working I would stay there for that hour and I would
help my teacher with the seventh grade class. And it made me want to like teach
when I . . . I grew up . . . I like[d] going around and helping the people learn like
the different techniques that they should be using, or whether they’re doing it
right, or how they do it different. If they . . . weren’t doing it right, like where they
needed to change. I liked doing that . . . I just liked my teacher. I mean, she was
always willing to help. She was always there you know. I don’t know if there was
any one particular thing that said like, ‘Oh, I want to do this too,’ you know. I just
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. . . I liked . . . I liked being in there and I don’t know how else to . . . I don’t
know.
This drafting teacher shaped Mandy’s beliefs about teaching and learning because she
realized the need to have hands-on activities and to provide students with opportunities to
help and tutor others. In her student teaching placement and current classroom, she
inspires to use many different strategies to keep students engaged and motivated to learn
and teach others.
In primary school, Nicole reflected that she also had a positive third-grade teacher
whom she claimed was her reason for wanting to become a teacher:
I just remember everything . . . like most . . . a lot of the things she taught us, and
her strategies. And I tell my, um, I tell my teacher about her all the time. And
that’s why I did want to teach third grade because . . . I had such a good
experience in third grade. Um, so she kind of helped me. I . . . I mean, she was the
first person I remembered that made me want to be a teacher . . . Well I still
remember her name, Ms. [T] . . . I’m going to say she was well-balanced, uh,
emotionally. I don’t remember her yelling at her students sometimes. You hear a
lot of that in school . . . she was a cheerful teacher . . . you rely upon the students .
. . Your emotions, they’re going to pick it up . . . pick up on it, so.
This teacher shaped Nicole’s beliefs about teaching and learning because she understood
the way the teacher presented the information to students and the mannerisms of the
teacher were critical to the effective delivery of a lesson and the rapport between student
and teacher. As Nicole reminisced, she recalled how this teacher made learning fun
because of the games that she used to help guide instruction and the competition amongst
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students that she used to engage students in learning the material. Nicole believed this
was a beneficial way to get students to learn because it involved “ . . . doing something
the students love” but making it so fun and engaging that they did not realize that
“they’re learning at the same time . . .” She felt this was more fun and engaging than “I
want you to do a worksheet” because it kept the students motivated to learn the material.
She explained that fun was an important characteristic of this teacher that she has
attempted to utilize in her classroom placements:
. . . I believe in, you know, just letting students . . . just letting students have fun.
I know that they also need structure, but let them have fun. And, you know,
teaching them maybe songs that’ll help them, um, retain what they’re learning,
and those new learning devices, and just letting the students be able to work
together . . . and just being active in the class. They sit down for almost eight
hours a day, and that’s boring. It’s boring to adults, so, you know. Let your
students move around. I know we did that a lot. Um, and, you know, it’s . . . you
can be silly with the students sometimes.
As a future teacher, Nicole believes students should be actively engaged in a variety of
strategies so that they are having fun but learning at the same time.
Negative. While most preservice teachers noted that they had numerous positive
teachers and experiences, they also pointed out specific negative teachers and experiences
also shaped their beliefs about teaching and learning and that they inspired to take the
place of this type of teacher or teach in an entirely different way. For instance, in second
grade, Kay reflected that she had a teacher who “was a nightmare” and believed that this
teacher should have never been a teacher:
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My mom remembers her and even talks about her still, how she should have never
been a teacher. It was very obvious she couldn’t stand kids. She couldn’t stand
being around them. She was very bitter and nasty, had no tolerance or patience for
anything. And she was just so mean. And . . . I wanted to make sure that there
were less teachers like that. And every time I think about her I’m just like, ‘Yeah .
. . I have to at least be a replacement of one of those.’ . . . And then, in second
grade all we did was timed subtraction and addition worksheets; see how many
you can do in a minute. And that’s how we did math. And then, when we were
learning cursive you just got to move into the classroom next door and watch the
PBS special on how to write in cursive that used to be on. That was not effective.
I can’t write in cursive to save my life and I feel like instead of actually learning I
watched PBS on how to write in cursive . . .
Kay did not want to be like this teacher because she felt that she was ineffective, and that
as a future teacher, she could be a much better teacher because she was planning on
modeling and showing students how to do specific skills and concepts.
Justin also had a negative experience that shaped his beliefs about teaching in
learning.
When he was 11 or 12, he was diagnosed with ADHD and realized that he was different
from other students because he had thought processes that were different from those
without ADHD. As a result of this experience, he began to reflect upon his experiences in
school:
. . . After learning that, uh, and going back, and kind of reviewing how I’ve
learned things and how I was taught things I thought, you know, ‘There’s other
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ways that . . . you . . . can teach’ whether it may be . . . um, the big thing is like . .
. getting your hands on something . . . real world kind of stuff. I realize that
there’s . . . times when you need to do that boring, repetitious kind of work, but I
didn’t have teachers that . . . really catered to . . . me. I know this sounds like such
a . . . millennial way of like the world. But . . . I didn’t have teachers that really
could cater to my learning style. And, uh, and I thought, ‘I . . . could do that.’
Maybe . . . not do that better, but I could get through to that one kid that’s um,
kind of left behind.
Justin noted that he “never had really that teacher that popped out” to him because his
teachers never taught him as an individual, but taught to the class as a whole.
Furthermore, this experience has shaped how he teaches in his student teaching
placement and future classroom because he is now more aware that students learn
differently and that he needs to teach them more as individuals so that their needs are
met. According to Justin, if a student is not getting the material taught, it is the teacher’s
fault because there are many avenues that can be taken to make sure that students are
successful. Justin believes that some teachers write off this notion by saying “well that . .
. kid just doesn’t pay attention in class.” Well to Justin, “there’s a reason why that kid
doesn’t pay attention in class,” and as a teacher, it is your job to figure out how to reach
that student because if you don’t “it’s not going to be good for anybody,” and that student
will be left behind.
Outside of elementary school, Nicole reflected that once she entered middle and
high school the teachers she encountered were not fun like the third-grade teacher who
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inspired her. Instead, many of the teachers she encountered were not supportive.
Particularly, she recalled a twelfth-grade teacher:
[He] only gave assignments . . . he stayed behind the class the whole time. Gave
us book work [ and said,] ‘Write these definitions and answer the questions.’
There was no teaching involved. There were no activities involved . . .
This type of teacher inspired Nicole to become a teacher so that she could “go against this
kind of teaching” and could take the place of a bad and negative teacher who was just
there “just to get a check.” This teacher was not teaching, and these types of teachers
“should not be in the school system” because they were not teaching students in
appropriate ways. Nicole believes in modeling and making learning fun and engaging;
therefore, this type of instruction or lack thereof, showed her that there are better ways to
teach students course content. As a result, Nicole revealed how she will not be like this
teacher. Instead, she believes that a teacher “is a chameleon” because a teacher must
tailor and adapt his or her instruction to meet the students’ needs through the various
learning styles and instructional materials.
Life experience. Throughout the interviews, three out of the four non-traditional
preservice teachers mentioned life experiences after their K-12 educational experiences
and how these experiences shaped their beliefs about teaching and learning. After high
school, Kay enrolled at the current university as a criminal justice major but withdrew
after her first year to join the Air Force. Due to a family illness, she did not move forward
with Air Force basic training and remained in [Southern City]. During her time away
from the [university], she became pregnant and had her son in 2009. This experience
significantly shaped her beliefs about teaching and learning because he was “born at 26

134

weeks gestation; so [he was] very premature, [and had] developmental delays” and had to
see many therapists. She revealed this:
Well, I had my son and, uh, we were going through all the . . . we had behavioral
therapists, developmental therapists, occupational therapists, speech therapists,
and physical therapists . . . all the therapists. We had them all, and watching how
they worked with him, and being able to work with him on my own. And then, I
went back to school in 2012. Still I was undecided at that point. And then, the
more that I got to work with him on his therapies, the more I really liked seeing
when things clicked with him. I liked it. I liked being able to teach him things,
which he won’t let me do anymore.
Kay’s experience with her son shaped her beliefs about teaching and learning and her
reasoning for being a teacher because she saw how she could help him become successful
and self-sufficient. This experience made her want to become a teacher because she could
help other students become successful and self-sufficient with course content through
high expectations and support. Therefore, she re-enrolled at the current university and
declared elementary education as her major so that she could become a teacher.
Justin entered the current university in 2006 as a physical education major. He
claimed he had a rough time transitioning from high school to college. He originally
thought that college would be fun and that he could continue on with the study habits he
used in high school, but as he recalled, he quickly learned these were not going to work
in a college setting:
[I] just wasn’t overall prepared for the . . . workload of a . . . college student. Uh,
looking back on that now I kind of roll my eyes, but, um, uh, I just, uh, came out
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and said, ‘I’d like to be a PE teacher because that would be fun.’ And, um, got to
Gen Ed’s and everything and just wasn’t prepared. So, I ended up quitting school
and going to [Southern] Community College. Uh, and going back to school
sporadically until about

. . . I think it was 2012. I had already had a few years

off of school and then, I . . . said, ‘All right. I can’t be a forklift driver anymore.
Got to . . . go back to school’ and went back. And I decided to be a teacher and,
uh, really charge through it. So here I am now.
Coming straight from high school to college, Justin had some preconceived notions of
what college was like; however, he learned these were not the case. As a result, his
beliefs about teaching and learning changed as he realized he was not prepared during his
high school years. As a teacher, he believes in preparing students so they are capable of
being successful with the study skills and management skills that he gives them so that
they can choose to enroll in college or enter the workforce.
Research Question 3: Formalized Teacher Preparation Program
In regard to research question 3, how preservice teachers’ participation in a
formalized teacher preparation program shaped their beliefs about teaching and learning,
the themes identified were consistent amongst the elementary preservice teachers. The
following two themes were identified—courses and professors and student teaching
placements.
Courses and professors. As stated by all nine preservice teachers, courses and
professors shaped their beliefs about teaching and learning. While the experiences shared
by preservice teachers varied in positive and negative ways, all of the preservice teachers
noted that the courses and professors they took shaped their beliefs significantly.
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Positive. During his coursework, Justin, a non-traditional preservice teacher,
stated that his method courses had the greatest impact on his beliefs about learning. First,
Justin came into the program thinking that he was “going to be this cool new teacher that
tries new things and only does new [things] . . .” As he moved through the program, he
realized this is not what teachers do. In fact, as he began switching roles from student to
teacher, he began to worry because he would be the one to “come up with all of [the
lessons]” and he had “no idea how to approach” certain concepts or where to look for
ideas. While taking methods courses, he realized this was not the case because there are
many strategies that can be incorporated into lessons that have already been developed by
others. Therefore, he became very observant of what was going on so that he could use
these in his classroom when needed. After these courses, he realized that his original
thought about teaching was wrong. Instead of coming in and trying all “new things,” he
found that “There’s a reason why some things are taught the way they are and, um, and
learning how . . . to organize yourself, and learning how to, um, apply those” is vital to
success. He learned that a balance between old and new needs to take place in the
classroom.
While being enrolled in the teaching preparation program, Tia, a traditional
transfer preservice teacher, stated that she had a plethora of courses and professors that
have shaped her beliefs about teaching and learning:
Well, during, um, this whole . . . since I came to [the university] from learning to
write the lesson plans to learning to implement them, how to implement them,
learning to differentiate, I feel like that’s something that is very important and I
really don’t understand how some teachers didn’t go through what I went through
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because I had to learn how . . . and I feel like it was so much at the time. But I’m
so thankful that I learned it. I had to learn how to accommodate my students and
how to differentiate my students. And I had to learn how to list my steps out, and
to actually plan my lesson, and then to instruct, and assess, and know from the
data how to go back and plan . . . the cycle. So, I feel like my . . . the program has
definitely prepared me for what’s to come because every class is different. Every
year you’re going to have a different set of students. And you’re going to have to
get to know them and you’re going to have to plan for them. So that program, all
of my classes have definitely prepared me for that. And then, to go into the . . .
program with all of its demands, and requirements, and [teacher assessment], and
everything that it has, it definitely . . . I feel more prepared. Like I can sit in a
room full of teachers that have been teaching for 30 years and I can know what
they’re talking about. And I can add to it, so. I feel like my program has definitely
prepared me for that part of it.
Tia believes that her formalized teacher preparation program has shaped her beliefs about
teaching and learning in many ways, such as lesson planning and preparing to meet the
needs of students in her class through ongoing assessments and data analysis. As she
enters the classroom on her own, she believes she is prepared to meet the needs of
students and successfully plan instruction based on the curriculum.
Lily, a traditional preservice teacher, claimed the assessment course was one
course that shaped her beliefs about teaching and learning:
Well, when I took my assessment course . . . it was extremely important. Um, just
with like creating your own tests, or giving tests, or even when your students take
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standardized tests knowing how they’re going to be written, and know[ing] how
you need to implement these, and when to implement these, and formative
assessment, and summative assessment, knowing all of those terms and how
they’re going to fit into your classroom. And that course has been really important
um, with just learning how you’re supposed to do tests and how tests should be,
and how tests should not be, and all that kind of stuff.
Lily believes assessments are necessary for monitoring students’ progress so that
instruction can be tailored and differentiated to meet the needs of students. In her future
classroom, she plans on using multiple types of assessments to understand what her
students know about content and concepts.
Negative. While most preservice teachers claimed that education courses and
professors were positive, some preservice teachers noted that some experiences were
negative because they were not relevant to what they believe occurs in the classroom. For
instance, Kay, a non-traditional preservice teacher, stated that most of her education
courses shaped her beliefs about teaching and learning because she could not understand
the relevance and purpose of what the professors were teaching. She deemed many of the
strategies and content taught as irrelevant and unusable:
Um, I know a lot about foldables now and being in a classroom I see that kids
really like foldables even though they bored the life out of me when that was all
we were doing.... Why that’s something I needed in college to learn how to do
I’m . . . not 100% sure . . . in [some of the other education courses], they just
Jigsaw[ed] it the . . . entire course. And I can’t tell you one thing I learned in that.
Like it . . . felt like they were almost being lazy. They didn’t teach. They just
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expected us to teach. All they did was like, ‘Okay. Here’s your groups. You’re
taking this chapter. You’re taking this chapter. You’re taking this chapter. Okay.
Go present.’ Yeah. There was a lot of Jigsaw. And for me personally, that wasn’t
necessarily the best way for me to learn. But I felt that was [what], uh, my entire
[education course experience] for the most part was made up of.
Kay did not see the reason for foldables or Jigsaw. She wanted her teachers to teach the
material and to learn the information through direct instruction, and when they did not
meet this expectation, she deemed the process of teaching and learning irrelevant and not
useful to her as a teacher or as a student. From the experiences in her education courses,
she stated that she has not “done a foldable because I am so burned out on foldables from
learning them” and that she does not use Jigsaw often because she “can’t stand it because
[she doesn’t] feel like [she] learned anything from it.” On the other hand, she sees that
Jigsaw can be useful if the teacher has students work in groups so that they can give the
teacher the information to present to the class. Kay does not believe these types of
teaching strategies to be relevant because they did not motivate or help her learn the
material, and she deems these strategies as ineffective and does not like to use them in
her classroom. Instead, Kay believes that modeling and using the gradual release of
responsibility is the best strategy for teaching. Kay believes that teaching should be more
guided than what she experienced in her teacher education courses because she felt she
did not learn from those strategies. As a teacher, she tries to involve students in the
process but believes the teacher is the leader of the instruction.
Similar to Kay, Minnie Tangle, a traditional transfer preservice teacher, also noted
that while some courses, experiences, and professors helped shaped her beliefs about
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teaching and learning in positive ways, some were less helpful and unrealistic to the way
schools are structured. In particular, Minnie Tangle mentioned that she had several
courses that she felt were unrealistic:
Some of the things that they teach us . . . are it’s not realistic umm I had a science
teacher last semester who umm said every science experiment every science lesson
should be hands-on, and you need to do the inquiry methods. I’m sorry we don’t
have time for that

. . . it’s just unrealistic. I’ve had professors that you have to

modify every single thing for every single student—you don’t have time for that,
you cannot modify every single question for every student in your classroom, so I
feel like a lot of what I have learned is great . . . I’ve learned to look for things in
students to identify issues they may have, I’ve learned how to teach . . . in a way
that’s more open to all students, but I do feel like some of our professors have
taught us things that are umm unrealistic in the real classroom, like teaching inquiry
science lessons every time, that’s not going to happen; science, I’m lucky if I can
get 30 minutes a day for science.
Minnie Tangle’s experience in the classroom setting has drastically shaped her views on
teaching in learning, specifically in the areas of science and social studies because of the
way her student teaching placement is structured at her placement school. She shared her
thoughts on teaching science through the inquiry method:
[It’s] great in theory; however, in practicality we don’t have time for that; we can’t
spend two hours on science because no one cares about science. I mean, I hate to be
that way but that’s the truth; if it’s not math or English, no one cares you know so I
don’t see I just don’t think, I think it’s a great, I think it’s great in theory but in
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practice [not so much] . . . umm I know that at our school that’s just how it is, our
principals . . . want to know what our math scores . . . English scores are; they
don’t care about anything else umm we have 30 minutes for science and social
studies; we do we do science one week, social studies the next week. I’m not saying
I agree with it; it’s just that just how our schools run, and it’s just not a big thing
when you have 8 hours and you have an hour and a half math block and an hour
and a half reading and English block and a 30 minute science block . . . you can see
where your priorities are set . . .
Based on her experiences in teacher preparation and classroom placements, Minnie
Tangle’s beliefs about teaching and learning have been shaped by the disconnection
between theory and practice. For her, the classroom placements have shown the real side
of education, whereas the college courses show the theoretical side of education. Even
though she stated she does not agree with science and social studies being taught this
way, she is well aware of the system in place to meet state testing goals and how these
expectations and priorities are to be met at the cost of cutting these subjects.
Student Teaching Placements. As stated by all nine preservice teachers, student
teaching shaped their beliefs about teaching and learning. While the experiences shared
by preservice teachers varied in positive and negative ways, all of the preservice teachers
noted that their student teaching shaped their beliefs about teaching and learning
significantly due to the hands-on application of course content, methods, and strategies.
Positive. Outside of teacher preparation courses, Kay, a non-traditional preservice
teacher, stated that the greatest influence on her beliefs about teaching and learning was
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the experience she had in her student teaching. She explained how the experience has
made her realize that all students are different and learn in different ways:
I feel like a lot of it is life experiences that have kind of impacted it. Trial and
error because it’s what works for what students. And some of it will depend on
where I end up teaching because what works for the kinds in the [suburbs] might
not necessarily work for the kids say in like [the inner city]. So, I feel like it’s
hard to say exactly what will influence me in my actual classroom and what that
will look like until I see that because it’s going to depend on the kids and what
they need me to be for them.
Kay’s beliefs about teaching and learning are based on the students she teaches because
all students are different. She believes that she will always be changing her teaching
approaches based on what her group of students needs.
Similar to Kay, Mandy, a non-traditional preservice teacher, claimed her student
teaching placement shaped her beliefs about teaching and learning because it was a real
experience where she could observe and learn about the classroom. Before this
experience, she noted that her observation placements felt fake because it was not a
typical day or schedule:
Um, I think, um, like the old placement I had prior to this, I don’t think . . . it
really gave you a feel for what it’s like to be in the classroom because you’re only
there for so many hours and, you know, the teacher picks. You kind of work with
the teacher on what day you’re coming. They know you’re going to come so,
they’ll, you know, have a lesson and you learn like from them some techniques.
But you just don’t get a true feeling because, you know, if students see somebody
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new in the class they’re not going to . . . a lot of times they’re not going to act up.
So, I think, you know, that kind of made me like, ‘Oh, this is so easy.’ And then,
this year, you know, it’s just . . . it’s, uh, it opens your eyes to how much, um, like
physical and emotional, um, how much you take home with you, you know.
Mainly emotional, you know. It’s just . . . it’s not like a, you know, a 7:00-3:00
job or whatever. It’s . . . it’s . . . it’s a lot more than that. Well, because you go
home and you think about like the students that you have, some of the stuff
they’re going through or, you know. You’re trying to think of better ways to teach
what you try to teach. Like if your lesson is a complete failure, how can I go back
and redo it? What strategies can I use differently? Um, you’re just constantly
thinking about what you can do to benefit the most people.
Given this full-time student teaching experience, Mandy believes that teaching and
learning is more than what happens in the classroom because as a teacher, she has to
revise constantly and reflect upon what is best for her students based on their needs. She
believes that teaching involves what the students need more than what the teacher needs
or is required to teach because it is ultimately going to affect them in the end.
Tia, a traditional transfer preservice teacher, also had a positive experience with
her student teaching placement and claimed it had the greatest impact on her beliefs about
teaching and learning. Coming from a suburban setting in K-12, she came into her
placement with the assumption that schools were orderly because this was what she had
always been around. When she stepped into [Rosewell] Elementary, she was in shock
because it was not in order. According to Tia, [Rosewell] Elementary is considered a low
poverty school and the students are:
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. . . not used to [order] . . . they do not eat breakfast. They come to school and
they rely on us to give them breakfast, So it’s . . . definitely impacted me because
I’m like ‘okay.’ It’s a whole other side to teaching . . . I always thought, ‘okay.
When we come in, I’m going to focus on bell work, my lesson, and . . .’ But no, I
have to allow them to call me Mom. So, I have to nurture them.
This experience has shaped her beliefs about teaching the academic content being the
predominant focus. Instead, she has grasped that there is a deeper concern in place,
meeting students’ needs through nurturing. In other words, she has realized she must
show she cares about her students by meeting their nurturing needs before she can teach
them and make them interested in learning.
Negative. For Nicole, a non-traditional preservice teacher, even though the
professors had aided in the shaping of her beliefs about teaching and learning, her student
teaching placement had the most significant effect on her beliefs about teaching and
learning. Being at [Rosewell] Elementary, Nicole indicated the pressure that she has felt
about keeping the school top-performing was overwhelming because the principal at this
school made it clear that in order to maintain the title of top-performing that teachers
needed to “focus on bringing the higher kids up and don’t worry about the low students.”
Nicole believes that teaching is about meeting the needs of all students; therefore, she did
not like being told to leave low-performing student behind because she felt that the
teachers should “ . . . help our low students as well to help them grow.” This type of
structural influence during her student teaching reinforced Nicole’s belief about teaching
and learning because she believes teachers are “called to teach all our student no matter if
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they’re high or low.” She resists this type of influence and tries to meet the needs of all
students in her classroom and not just a selected few.
Similar to Nicole, Tia, a traditional transfer preservice teacher, explained that
[Rosewell] Elementary was different from her schooling experience because the students
were getting into trouble in different ways:
The problems that I was used to when I was in elementary school, we probably
would have someone talking in class and they would get in trouble. But now these
students, they probably are doing things that are beyond their level such as
probably fighting or hitting each other at probably the second- or third-grade
level.
She believes this is not the way a school should be structured and run because it interferes
with the learning process. As she was comparing her school experience to her student
teaching placement, she realized there was a difference in environment and culture; yet,
she still desires to establish an order because the learning of students is postponed due to
ongoing distractions. Tia believes that students should be respectful and mindful of others
by being quiet, on task, or not distracting. In contrast, the [Rosewell] Elementary
administration is focused on keeping the standardized testing growth status they attained
this past year; therefore, they will send students back to the classroom for instruction
without fair and proper consequences for their actions because they want them to receive
classroom instruction and grow on the assessment. Tia believes this is unfair because it is
hindering other students from learning. Also, in her student teaching placement, Tia
mentioned how her mentor teacher has shaped her beliefs about teaching and learning
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when it comes to being more demanding with students. Tia stated that her mentor
teacher:
. . . Is a very . . . the word that I would use . . . well, I’m very nice, and caring,
and soft with my students. She’s the total opposite. So, I can’t think of a good
word for that. But I don’t agree with how she speaks to the students and how she
handles some of the situations. So, that is kind of a negative experience. And it
was like she kind of wanted me to be more like her. Whenever my supervisor
would come and say, ‘I love the way you are. Stay like you are because it’s going
to get you further.’ But she would say, ‘No, I want you to be . . .’ this type of way.
‘I want you to be more demanding with the students’ and that’s just not something
I believe in. I believe we can get the job done. Instead of yelling, I feel like I
could get the same job done by pulling the student to the side and having a
conversation with them.
This type of experience showed her the kind of teacher she wants to be because she has
seen how the opposite looks and how students respond to it. She believes that students
learn better when they are not being forced or demanded in mean or rude ways. Tia
believes that teachers can be kind and compassionate when working with students.
Conclusion
Chapter 4 was composed to provide the narrative timelines and give a thematic
analysis of the elementary preservice teachers’ interviews in regard to the three research
questions. While research question 1 and 3 had the same themes amongst all elementary
preservice teachers, research question 2 was different because the non-traditional
preservice teachers had a life changing experience prior to enrolling in the teacher
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preparation program at the university under study. In chapter 5, a summary of the themes,
findings, implications, and future recommendations for programmatic changes will be
provided.
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Chapter 5
Conclusion, Findings, and Recommendations
As the purpose of this study was to examine how elementary preservice teachers’
educational experiences have shaped their beliefs about teaching and learning, chapter 4
provided a description and timeline for each preservice teacher and a thematic analysis of
the preservice teachers’ interviews. The themes presented in chapter 4 will be elaborated
on in chapter 5 as a summary of the themes, findings, significance of study, limitations,
and implications, and future recommendations for programmatic changes will also be
presented.
Findings
Preservice teachers’ beliefs about teaching and learning are shaped by their
educational experiences or lack of educational experiences, which is apparent in the
themes and supported by numerous scholars (Calderhead, 1996; Gore & Zeichner, 1991;
Holt-Reynolds, 1992; Joram & Gabriele, 1998; Kagan, 1992; Löfström & Poom-Valickis,
2013; Pajares, 1992). Regardless of the college entry-level—traditional, traditional
transfer, or non-traditional—the elementary preservice teachers’ experiences shaped their
beliefs about teaching and learning in positive and negative ways. Overall, the themes
identified were similar among the nine elementary preservice teachers. The main
difference among the preservice teachers was in regard to research question 2 because the
non-traditional preservice teachers had significant life changing experiences prior to
enrolling in the teacher preparation program, whereas the traditional preservice teacher
and four traditional transfer preservice teachers noted they had field experience prior to
teacher preparation that shaped their beliefs about teaching and learning. Table 7
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represents the themes identified and shows the similarities and differences among the
elementary preservice teachers regarding their college entry-level status.
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Table 7
Themes of the Elementary Preservice Teachers
College-Entry
Level Status

Question 1
What do elementary preservice
teachers’ believe about
teaching and learning?

Traditional

•
•

Traditional
Transfer

•
•

Nontraditional •
•

Getting and giving
knowledge
Preparing for “real world”
and society

Question 2
In what ways have elementary
preservice teachers’ educational
experiences shaped their beliefs
about teaching and learning?
• Positive and negative teachers
• Family support
• Field experience prior to
teacher preparation

Getting and giving
knowledge
Preparing for “real world”
and society

•
•

Getting and giving
knowledge
Preparing for “real world”
and society

•
•

•

•

Question 3
How has their participation in a
formalized teacher preparation
program shape their beliefs about
teaching and learning?
• Courses and professors
• Student teaching placements

Positive and negative teachers
Family support or lack or
support
Field experience prior to
teacher preparation

•
•

Courses and professors
Student teaching placements

Positive and negative teachers
Family support or lack or
support
Life experience prior to
teacher preparation

•
•

Courses and professors
Student teaching placements

Beliefs about Teaching and Learning
Due to their experiences, the preservice teachers believe that teaching is the act of
giving knowledge to students (Freire, 1970/2004) so that students can be prepared to
apply the knowledge given to “real world” or societal situations. The preservice teachers
believe that as future teachers they are giving students what is required by the state
curriculum and what they deem to be important for them as former students moving from
school life to “real world.” This idea is otherwise known as the hidden and academic
curriculum (Dreeben, 1968; Giroux, 2001; Kentli, 2009; Lynch, 1989; Margolis, 2001;
Vallance, 1973). These curricular focuses cause preservice teachers to give students what
they received or what they may not have received as students themselves because they
have an individualized understanding of what it means to be successful in society
academically and socially and want to help their students be successful (Richardson &
Watt, 2005; Richardson & Watt, 2006; Watt & Richardson, 2007; Watt & Richardson,
2008; Wright & Tuska, 1968). While preservice teachers are attempting to give students
what they deem necessary to societal success, many of the preservice teachers are often
unaware of how these experiences have shaped their beliefs, why they believe this, and
often seem to define their beliefs as common sense to what students need to be successful
in society. However, as scholars pointed out, what the preservice teachers deem as
common sense and critical to success may be influenced by dominant ideology and
influential individuals, which can result in social reproduction if the students do not fit
the mold of dominant ideology (Althusser, 1971; Bullough, 1997; Carneiro, 2003;
Carnoy & Levin, 1985; Giroux, 1983). As stated earlier, beliefs are typically based on
opinions and judgments and are not verifiable; therefore, beliefs are developed based on

experiences that an individual has with his or her world and environment (Abelson, 1979;
Löfström & Poom-Valickis, 2013; Nespor, 1987; Richardson, 2003). As a result of this
common sense definition of teaching and learning, these preservice teachers may teach in
ways that are counterproductive to their goals because they are often thinking of teaching
and learning through their perspectives and opinions and not through the perspective of
students with whom they will be working or through a social justice and institutional
oppression lense.
Who or What Shaped Their Beliefs about Teaching and Learning
As stated by the preservice teachers, many individuals and experiences have
shaped their beliefs about teaching and learning, either in positive or negative ways. The
individuals and experiences that were most prominent throughout the interviews were
family, teachers, field experience prior to teacher preparation, life experience prior to
teacher preparation, education courses and professors, and student teaching. As all of the
individuals are different and have had different life and school experiences, the
development of their beliefs are unique; nevertheless, they also had commonalities, such
as family support or lack of support, good and bad teachers or school experiences, and
good and bad experiences during their formalized teacher preparation. For instance,
throughout his or her K-12 experience, each preservice teacher was a product of
observational apprenticeship (Lortie, 1975). As claimed by Lortie (1975), observational
apprenticeship is the process of observing a classroom teacher through the role of a
student. Whether the teachers observed were deemed to be positive or negative
influences, the preservice teachers observed them and determined what was good and bad
or what worked or did not work for them as students. Consequently, as they transition
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from the role of student to teacher, they are often unaware that what they deemed positive
or negative may not be the same for their students (Ross, 1987). Being in the role of a
student, the preservice teachers were often unaware of the decision-making process of the
teacher. Therefore, they did not know why the teacher was doing what he or she was
doing or the pressures that the teacher may or may not have had. As preservice teachers
progress from the role of student to teacher and begin the “dance of spiraling
generations” (Palmer, 1998, p. 25), it is imperative for them to understand the decisionmaking process of being a teacher and how there are pressures, such as federal, local, and
school administration and regulations, that cause teachers to make certain choices in their
classrooms. While the preservice teachers may have deemed some of their previous
teachers as ineffective, it is important for them to understand what may have caused
certain teachers to act in this way so that they can make the best choices for their future
students (Palmer, 1998).
Formalized Teacher Preparation and Shaping of Beliefs
Due to the pressures and beliefs of their students’ future school environments, it is
important for teacher preparation faculty to aid preservice teachers in understanding their
beliefs about teaching and learning as they teach theories, methods, and strategies so that
the preservice teachers can see the relevance in what is being taught in teacher
preparation courses. As stated by the participants, pressures from administrators and
standardized assessments have caused some of them to deem the theories, methods, and
strategies taught in their education courses as irrelevant or not capable of happening in
the time restraints designated by their schools (Collins et al., 2003; Gore & Zeichner,
1991; Holt-Reynolds, 1992; Joram & Gabriele, 1998; Kagan, 1992; McMillian, 1985).
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Accordingly, preservice teachers have resorted to analyzing what strategies and methods
their mentor teachers and their previous teachers used that they deemed useful and not
useful to them as students in the classroom (Darling-Hammond, 2006; Lortie, 1975;
Richardson, 1996). Without aiding preservice teachers in understanding their beliefs and
how these beliefs were established, preservice teachers could continue the cycle of social
reproduction or poor teaching, which can negatively affect the students in their
classrooms (Joram & Gabriele, 1998; Lortie, 1975). For this reason, it is important to aid
preservice teachers in being reflective about their experiences in schools and how schools
often perpetuated social reproduction and institutional oppression. By doing so,
preservice teachers can become aware of how their experiences during school and outside
of school have shaped how they interact with and teach students so they can become
reflective decision makers and help emancipate their students through student-centered
and driven activities that students need to become successful and productive members of
society (Collins et al., 2003; Interviews).
Significance of the Study
Originally, the aim of this study was to explore how educational experiences have
shaped traditional and non-traditional elementary preservice teachers’ beliefs about
teaching and learning. However, after exhausting all possible participants, the study
resulted in an uneven proportion of non-traditional preservice teachers opting to
participate. In fact, the study population consisted of one traditional and eight nontraditional preservice teachers. Nonetheless, this study is significant because of the
thorough examination of the non-traditional preservice teachers’ experiences in relation
to the research focus.
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By definition, non-traditional students are students who have graduated with an
associate’s or two-year degree, transferred from another college or university, have a year
or more between their high school graduation date and college entry, or enter, withdraw,
and re-enroll in college (Cedja & Kaylor, 2001; Dill & Henely, 1998; Ely, 1999; Justice
& Dornan, 2001). This definition is problematic because it encompasses a broad
spectrum of students, ages, and backgrounds. I divided the defintion of non-traditional
students into two separate categories—non-traditonal and tradtional transfer. By
definiton, traditional transfer students are students who enroll in a college or university
immediately after completing high school but transfer to another college or university to
complete or obtain a bachelor’s degree. Like traditional students, these students take four
to five years to complete their degree, do not take any time off between high school and
college or during college enrollment, and are typically 18 and 19 when they enter college
and between 22 and 24 when they graduate (Dill & Henely, 1998; Justice & Dornan,
2001; Monroe, 2006). In contrast, the new definition of non-traditional students is
students who have a year or more between their high school graduation date and college
entry, or enter, withdraw, and re-enroll in college (Cedja & Kaylor, 2001; Dill & Henely,
1998; Ely, 1999; Justice & Dornan, 2001). By separating the non-tradtional students into
groups based on their experiences, a more thorough examination of the elementary
preservice teachers’ belefs could be conducted.
While only one traditional preservice teacher participated in the study, it was
important to include and share Lily’s data and themes as well because her themes were
similar to the traditional transfer preservice teachers. While significant claims cannot be
made given that only one traditional preservice teacher completed the study, the
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commonalities between these two groups show the potential for greater connections
between traditional transfer preservice teachers and traditional preservice teachers than
the non-traditional preservice teachers with whom they are classified, specifically in
regard to research question 2. This commonality is mostly likely due to the similarity in
ages—21 to 23—between the traditional and traditional transfer preservice teachers. The
non-traditional preservice teachers in this study were older students; however, any
student who takes time off before enrolling in college or during college enrollment is
classified as a non-traditional student because he or she did not complete their degree in
four to five years or during the traditional college age range of 18 to 24. Therefore, more
delineation needs to be made in the non-traditional definition instead of being an
umbrella term for all students that do not fit the mold of traditional students.
What this study did show is that there are specific experiences that shape
elementary preservice teachers’ beliefs about teaching and learning that are universal
among the college entry statuses, such as family, teachers, field experience prior to
teacher preparation, life experience prior to teacher preparation, education courses, and
field experience during teacher preparation—all of which is supported by previous
research (Holt-Reynolds, 1992; Joram & Gabriele, 1998; Manuel & Hughes, 2006;
Palmer, 1998; Watt & Richardson, 2008). As beliefs are based on experiences, preservice
teachers’ experiences need to be explored so that these future teachers can understand
how their beliefs will shape their classroom practices and interactions and so the teacher
preparation faculty can help prepare the preservice teachers to enter the classroom
(Löfström & Poom-Valickis, 2013; Richardson, 2003; Tabachnick & Zeichner, 1984).
However, grouping all preservice teachers together as one entity is not conducive to
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helping them understand their beliefs because they all come in with unique backgrounds
and experiences that need to be explored and understood not only by themselves but also
by the teacher preparation faculty. When teaching different types of students, it is
imperative to understand how these different experiences shape their beliefs about
teaching and learning. Therefore, the themes identified in the study are starting places for
exploring how specific people and experiences shaped this group of preservice teachers’
beliefs about teaching and learning so that more relevance can be made when teaching
course content, methods, and theories to preservice teachers (Dill & Henely, 1998; Ely,
1999; Justice & Dornan, 2001).
Recommendations
As claimed by Freire (1972; 2005) and Marx (1961), it is important for
individuals to become conscious and aware of what they are doing, why they are doing
what they are doing, and how society shapes them so that they can emancipate
themselves if desired (Macedo & Freire, 2005). Beliefs are a difficult thing to change
because beliefs are opinions and judgments that an individual has based on experiences
that he or she had with his or her world (Löfström & Poom-Valickis, 2013; Richardson,
2003; Tabachnick & Zeichner, 1984). Due to beliefs being based on an individual’s
experience, when an individual is confronted with an accusation that a personal belief is
wrong, he or she can become resistant and choose to ignore or reject the conflicting belief
(Löfström & Poom-Valickis, 2013; Murphy & Mason, 2006; Richardson, 2003). On the
contrary, when beliefs are brought up in an open and reflective way, the individual may
be more amenable to thinking and re-evaluating his or her own beliefs (Abelson, 1979;
Collins et al., 2003; Löfström & Poom-Valickis, 2013; Nespor, 1987). Therefore, the goal
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of teacher preparation faculty should not be to change beliefs about teaching and learning
in an unexpected and abrupt way, such as telling students what they should believe or to
read a book or chapter about beliefs. Instead, teacher preparation faculty should help
preservice teachers become aware of their beliefs through reflective practices, dialogue
with others, and a variety of different field experiences or scenarios of classroom
dilemmas or situations so that they can choose to change their beliefs (Freire, 1972, 2005;
Marx, 1961).
Given that beliefs are developed through experiences, it is imperative for teacher
preparation programs to implement reflective practices and activities into coursework so
that preservice teachers can reflect upon their experiences and so that faculty can
understand what the preservice teachers believe about teaching and learning (Aronson,
2010; Erkmen, 2012; Feiman-Nemser, 2001; Joram & Gabriele, 1998; Löfström &
Poom-Valickis, 2013; Ng et al., 2010; Sandars, 2009; Zeichner & Liston, 1996/2013). As
noted earlier and seen throughout the timelines of the preservice teachers in the study, all
preservice teachers have different experiences that have shaped their beliefs about
teaching and learning and will continue to have different experiences throughout their
clinical experiences; therefore, it is important to understand their beliefs on an individual
level because each individual is unique and will have different experiences.
Understanding one’s beliefs can be facilitated through critical reflection. By
definition, cricital reflection is a form of reflection where individuals evaluate their
beliefs and how these beliefs have been developed (Meziow, 1990) and is, in Aronson’s
(2010) words “the process of analyzing, questioning, and reframing an experience in
order to make an assessment of it for the purposes of learning” (pp. 1-2). When applied to
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preservice teachers and education, this analysis and questioning process includes
examining “issues of ethics, morals, and justice in education” so preservice teachers can
develop an understanding of how their beliefs will impact their classroom practices and
interactions (Sparks-Langer & Colton, 1991, p. 40).
When implementing critical reflection, teacher preparation faculty should be
mindful that critical reflection is not a natural act. Instead, it takes practice, guidance, and
focus. Therefore, teacher preparation faculty must find ways to aid preservice teachers in
questioning themselves about what has happened in their lives to influence their beliefs
(Jordi, 2010). This can be done through multiple methods and activities; however,
modeling is a crucial step in this process (Chase & Robbins, 2012). In a study by Chase
& Robbins (2012), they found that when they modeled reflection in their college courses,
some of their preservice teachers began to reflect in a deeper and less superficial way.
However, they also found that some did not because their modeling was not explict
enough. Therefore, they suggested that when modeling reflection, teacher preparation
facutly need to be extremely explict that they are modeling. They suggest that teacher
preparation faculty tell preservice teachers what they are doing and why they are doing it
so that preservice teachers can see the relevance in the reflective practices and apply it to
their own reflections about their experiences, beliefs, and classroom practices. However,
it is also important to be mindful that preservice teachers can place the faculty in a
position of authority where they are viewed “more as role models than as modelers of
thought process” which can result in them mimicking the thoughts and beliefs of the
faculty or giving the responses they think the faculty want to receive (Chase & Robbins,
2012, p. 74). Consequently, while it is important to model, it also important to explain
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that every thought process, experience, belief, and decision can be different because
everyone has different reasoning for their beliefs and actions.
Preservice teachers need to be able explain and feel comfortable explaining why
they believe a certain thing or made a specfic decision so that teacher preparation faculty
and peers can discuss with them other ways to solve a problem or other ways of thinking.
To aid in critical reflection and understanding of beliefs, teacher preparation faculty can
implement numerous types of reflective practices and activities into coursework, such as
reflective writing and journaling, discussions, experiences, and scenarios so preservice
teachers can evaluate their experiences and affirm their beliefs or change any
misconceptions they may have (Aronson, 2010; Meziow, 1990; Sanders, 2009). Even so,
all of these practices and activities need to be scaffolded and modeled so that the
preservice teachers understand the purpose of the reflective practices and activities.
Reflective Writing
Regarding reflective writing and journaling, each individual should share his or
her beliefs through a form of reflective writing, such as a teaching philosophy statement,
a belief statement, and a learning philosophy statement, so that each individual can tell
his or her viewpoint or perspective (Larrivee, 2000; Löfström & Poom-Valickis, 2013;
Zeichner & Liston, 1996/2013). These writings can be used as a foundational step in
understanding the preservice teachers’ beliefs on an individual level. These reflective
practices should not be used in just one course but should be repeated throughout the
teacher preparation program so that teacher preparation faculty can see how the
preservice teachers’ beliefs are changing or being reinforced (Dinkelman, 2003). While it
is important for teacher preparation faculty to understand preservice teachers’ beliefs, it is
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equally as important to have the preservice teachers evaluate their reflective writings to
see how their beliefs have changed or been reinforced over time. While reflective writing
is an important entry point, writing is not enough when it comes to helping preservice
teachers become aware of their beliefs. Writing should be used in combination with other
reflective practices, such as discussion, scenarios, and experiences in the field. Beliefs
need to be discussed because beliefs are developed through experiences (Abelson, 1979;
Löfström & Poom-Valickis, 2013; Nespor, 1987; Richardson, 2003).
Reflective Discussion
Teacher preparation faculty need to integrate discussions about beliefs into
coursework so preservice teachers can learn from other people’s experiences. Discussing
beliefs can be difficult because conflict can occur when people disagree (Löfström &
Poom-Valickis, 2013; Richardson, 2003; Tabachnick & Zeichner, 1984). Yet, with
guided questions, small groups or partners, anonymous blogging or discussion boards,
and safe spaces for sharing, it is possible to discuss beliefs if clear rules and guidelines
for speaking and listening and responding to written posts are established and reinforced
(Boud & Walker, 1998; Jordi, 2010).
Beginning with scenarios, either written, audio, or video, can be useful when
discussing beliefs because scenarios provide teacher preparation faculty a central focus or
topic to discuss with students (Boud & Walker, 1998; Johns, 1994; Larrivee, 2000;
Morrison, 1996; Sparks-Langer & Colton, 1991; Zeichner & Bier, 2012; Zeichner &
Liston, 1996/2013). When using these scenarios, it is important to be mindful that
preservice teachers may not be used to sharing or thinking about their beliefs; therefore, it
is important to give students the opportunity to reflect and answer the guided questions
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prior to class discussions and to model how to reflect and the guidelines for discussion.
When initiating class discussions, it is imperative to use small groups or partners
and guided questions to aid preservice teachers in being comfortable with sharing and
discussing their beliefs. Guided questions might include the following: what is the
problem, how would you go about fixing the problem, why do you believe that would
work, and what educational or behavioral theorist would support your decision. By using
small groups or partners, the teacher preparation faculty are giving preservice teachers a
chance to discuss and share their ideas. Changing up groups and partners is a cruical step
in this process so that preservice teachers are learning and having discussions with all
classmates and not their chosen group that may or may not be similar to them belief wise.
After time and practice with scenario discussion, the faculty member could expand
discussions into their clinical and field experiences by having preservice teachers submit
a written or audio scenario that they have experienced in their classroom placements.
These submitted written and audio scenarios could be used during classroom discussions
where the class develops a plan of action for the scenario (Zeichner & Liston,
1996/2013). These scenarios could help to facilitate active discussions and aid preservice
teachers in understanding that not all schools and classrooms are alike and they will have
to adapt their beliefs and classroom practices to their students and schools.
Through gradual steps, teacher preparation faculty can discuss beliefs with
preservice teachers; however, in the end, beliefs can only be changed, affirmed, or
reaffirmed by the individual holding the belief. Consequently, as teacher preparation
faculty members, it is imperative to aid preservice teachers in reflection practices that can
aid them in the process of changing, affirming, or reaffirming their beliefs. Depending on
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the focus of the college or university interested in using belief awareness in their
education courses, training on how to implement beliefs may be needed.
Recommendations from Preservice Teachers
Given that teacher preparation had a significant impact on preservice teachers’
beliefs about teaching and learning, I was interested in knowing in what areas the
preservice teachers wanted the teacher preparation program to expand their focus. All in
all, the preservice teachers wanted more assistance with four main areas: classroom or
behavior management, teacher assessments, working with others, and field experience.
Table 8 represents the recommendations made by the nine elementary preservice
teachers.
Table 8
Elementary Preservice Teachers’ Recommendations for Improving Teacher Preparation
Program
Recommendations for Teacher Preparation Program
•
•
•
•
•
•

Classroom or Behavior Management
Professionalism—Working with others
Teacher Assessments—The Core, Praxis I and II, and edTPA
More and Earlier Field Experiences
Updated Courses and Information—More Realistic and Applicable Content
and Strategies
Finding Resources to Use
Classroom or behavior management. Three of the nine preservice teachers,

Minnie Tangle, Cat, and Mandy, claimed they wanted more classroom or behavior
management courses. According to the three preservice teachers, they felt as if they were
not prepared to deal with particular types of schools that had a significant amount of
behavior problems and would have liked to have more courses that taught or discussed
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what to do with specific behaviors and learning disabilities or had scenarios where they
could discuss what to do and develop a plan of action as a class.
Teacher assessments. Four of the nine preservice teachers, Lily, Rylen, Nicole,
and Kay, stated they wanted more assistance with preservice teacher assessments, such as
the Core, Praxis I and II, and the edTPA assessment. They suggested that the edTPA
assessment should be integrated into earlier coursework so that future preservice teachers
are not so overwhelmed and feel prepared during their last year of the program. They also
mentioned that they wished that more assistance was given for the Core and Praxis I and
II preparation. They suggested that workshops and tutoring services would be very
beneficial for preparing for these assessments.
Working with others. Five of the nine preservice teachers, Lily, Tia, Minnie
Tangle, Kay, and Nicole, noted they wanted more discussion and practice on working
with other teachers, faculty, and parents and learning how to present themselves
professionally in the school environment. Many stated they felt unprepared to collaborate
with other teachers and faculty because they were not the classroom teacher. Therefore,
they wanted to learn more about how to collaborate and have their voice heard in
discussions. As for parents, they wanted more practice with how to communicate and
conduct meetings with parents.
Field experience. Seven out of nine preservice teachers, Lily, Tia, Rylen, Cat,
Mandy, Justin, and Nicole, claimed they wanted more field hours and more practical and
hands-on field experience before their student teaching. For these preservice teachers,
they wished they had more opportunities to work with students earlier on and wished
there were fewer observation hours in earlier courses and more tutoring, small group, and
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lesson teaching. They also wished there were more field experience hours required and
that they had the opportunity to work with more grade levels and in more diverse school
environments and placements, specifically since they will have a dual license in
elementary and special education.
Limitations, Implications, and Future Research
Even though this study was attempting to examine how elementary preservice
teachers’ educational experiences shape their beliefs about teaching and learning, there
were many limitations and implications of this study. In the following paragraphs, five
limitations and implications will be discussed.
Limitations and Implications
First, because beliefs are opinions and judgments developed based on experiences
that an individual has with his or her world and environment (Löfström & PoomValickis, 2013; Richardson, 2003), the themes identified in this study may not be the
same for other preservice teachers. Therefore, this study cannot be generalized to other
populations or contexts; however, the findings may be transferable and used as a guide to
show the uniqueness of individuals in this study and how their experiences have shaped
their beliefs about teaching and learning. While the population for this study was
appropriate for the study’s purpose, future research should be expanded regarding race,
ethnicity, gender, geographical location, and middle and secondary majors, and the
sample size should be increased.
Second, for this study, I only focused on elementary preservice teachers and their
college entry-levels. Given that these preservice teachers were enrolled at the university
where I was a graduate teaching assistant, it is important to note that the population was a
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convenience sample. The preservice teachers were enrolled in the elementary major in
which I taught. Even though the participants were not currently enrolled in the courses I
was teaching, four of the nine had been students of mine. Therefore, another limitation of
the study could be the power dynamic between participant and researcher. While I made
it clear that there were no consequences for not completing or participating in the study
and that all data was anonymous, the power dynamics could have shaped what the
participants shared during their interviews.
Another limitation of this study was the actual population of the study. While I
originally intended to have five participants from each of the two college-entry levels,
this study only had one traditional preservice teacher, Lily. Therefore, the themes for the
traditional preservice teacher group were based solely on her interview. While her themes
were compared to the traditional transfer group and commonalities were identified, more
research needs to be conducted on traditional preservice teachers so that a better
understanding can be made about preservice teachers’ beliefs about teaching and learning
and comparisons made related to college entry status.
Last, when beginning this study, I was anticipating that Althusser’s State
Apparatuses (1971) would be more prevalent in the preservice teachers’ interviews;
however, only two of his seven apparatuses were identified: family and education. While
I was attempting not to lead the participants’ responses, I purposefully asked questions
that were broad, such as who or what influenced you to become a teacher? In future
research, I would suggest asking more direct questions, such as were there any
extracurricular activities or individuals outside of your school or family that influenced
your decision to become a teacher. With these questions, it would not lead them to a

167

specific response but would prompt them to think about other educational experiences,
like camps, church, sports, or classes outside of school.
Future Research
In addition to different parameters for research participants and sample size, the
use of a longitudinal study may also be useful to explore research question 3: how has
their participation in a formalized teacher preparation program shaped their beliefs about
teaching and learning? A longitudinal study would allow for a deeper understanding of
how formalized teacher preparation programs shape preservice teachers’ beliefs by
conducting numerous interviews to see how their beliefs have changed, been affirmed, or
reaffirmed as they progress throughout the program. This longitudinal study could also be
narrowed to focus on the two themes discussed in this study—courses and professors and
field experience—to see which theme is more prevalent in shaping their beliefs about
teaching and learning. In addition, a third longitudinal study could include implementing
critical reflection practices discussed in the recommendations section. By using these
reflective practices, teacher preparation faculty could help aid preservice teachers in the
awareness of their beliefs about teaching and learning and examine how their beliefs have
changed, been affirmed, or reaffirmed over their experiences in the teacher preparation
program.
Finally, it would also be relevant for the teacher education faculty to become
aware of their beliefs about teaching and learning and how their experiences have shaped
their beliefs about teaching and learning. As teacher preparation faculty, each individual
has a unique perspective and beliefs because each faculty member has moved to higher
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education from another education position. This type of research could be conducted as
an autoethnography where faculty members reflect upon their experiences and beliefs.
Conclusion
Based on the teacher demographic research of numerous scholars (Andres &
Carpenter, 1997; Cochran-Smith & Zeichner, 2010; Henke et al., 1997), the
demographics of preservice teachers are changing. Therefore, it is imperative to
understand that the beliefs about teaching and learning all preservice teachers bring into
formalized teacher preparation will impact their practice. As noted throughout the study,
there were commonalties and differences among the three college entry-level groups that
should be considered when teaching course content or theory and when the preservice
teachers are completing their clinical or student teaching placements. Without an
understanding of preservice teachers’ beliefs about teaching and learning, teacher
preparation faculty cannot effectively prepare preservice teachers to become reflective
practitioners, decision makers, and “agents of change” (Manuel & Hughes, 2006, p. 16).
On the other hand, changing beliefs is dependent on the preservice teacher choosing to
affirm or revise his or her beliefs. Changing beliefs is not something that can be forced or
taught. Instead, it is a decision that must be determined and accepted by the preservice
teacher through discussion and experience. As a result, teacher preparation faculty need
to find ways to aid preservice teachers in understanding the beliefs about teaching and
learning they have, how these beliefs were developed, and how these beliefs are likely to
impact how they will teach and interactive with students in the future.
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Appendix A
Demographic Information Survey
Link:
https://memphis.co1.qualtrics.com/jfe5/preview/SV_d43P4cOrKn8OG6F
Default
Question Block

An Examination of How Traditional and Non-Traditional Preservice Teachers’ Educational Experiences Shape Their Beliefs about Teaching
and Learning

WHY ARE YOU BEING INVITED TO TAKE PART IN THIS RESEARCH?
You are being invited to take part in a research study about how prior experiences shape traditional and non-traditional preservice teachers
beliefs about teaching and learning because you are a senior-level preservice teacher in a mid-south university. If you volunteer to take part
in this study, you will be one of about 10 people to do so.

WHO IS DOING THE STUDY?
The person in charge of this study is Casey D Gilewski (Lead Investigator, LI) of University of Memphis Department of Instruction
Curriculum Leadership- ICL. She is being guided in this research by Nicole Thompson (Advisor). There may be other people on the
research team assisting at different times during the study.

WHAT IS THE PURPOSE OF THIS STUDY?
By doing this study, we hope to learn how prior experiences shape traditional and non-traditional preservice teachers beliefs about teaching
and learning and to complete the dissertation requirement for an Ed.D degree in ICL.

ARE THERE REASONS WHY YOU SHOULD NOT TAKE PART IN THIS STUDY?

https://memphis.co1.qualtrics.com/ControlPanel/Ajax.php?action=GetSurveyPrintPreview
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You should not take part in this study if you are not a senior-level preservice teacher and are under the age of 18 years.

WHERE IS THE STUDY GOING TO TAKE PLACE AND HOW LONG WILL IT LAST?
The research procedures will be conducted at a private place of the participants choosing (such as a coffee shop, library, classroom, etc.).
The total amount of time you will be asked to volunteer for this study is 1.5 to 2 hours for one interview session. The Qualtrics’ demographic
survey will be completed via a computer prior to the interview at a location and time chosen by the participant.

WHAT WILL YOU BE ASKED TO DO?
Each senior level preservice teacher at a mid-south university will receive an email asking him/her to participate in a 1.5 to 2-hour interview
about their educational life story starting from pre-school and to complete a demographic survey via Qualtrics. Before being interviewed and
allowed to complete the survey, participants will give their consent to be interviewed by signing or agreeing to the consent form. After giving
their consent, participants will be allowed to complete the survey and interviewed. All interview responses will be recorded.

WHAT ARE THE POSSIBLE RISKS AND DISCOMFORTS?
To the best of our knowledge, the things you will be doing have no more than minimal risk of harm than you would experience in everyday
life.

WILL YOU BENEFIT FROM TAKING PART IN THIS STUDY?
There is no guarantee the subjects will get any benefit from the study; however, the study may help us learn more about how prior
experiences shape preservice teachers beliefs about teaching and learning for the purpose of improving future scholarship.

DO YOU HAVE TO TAKE PART IN THE STUDY?
If you decide to take part in the study, it should be because you really want to volunteer. You will not lose any benefits or rights you would
normally have if you choose not to volunteer. You can stop at any time during the study and still keep the benefits and rights you had
before volunteering.

IF YOU DON’T WANT TO TAKE PART IN THE STUDY, ARE THERE OTHER CHOICES?
If you decide to take part in the study, it should be because you want to volunteer. You will not lose any benefits or rights you would
normally have if you choose not to volunteer. You can stop at any time during the study and still keep the benefits and rights you had
before volunteering.

https://memphis.co1.qualtrics.com/ControlPanel/Ajax.php?action=GetSurveyPrintPreview
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WHAT WILL IT COST YOU TO PARTICIPATE?
If you do not want to be in the study, there are no other choices except not to take part in the study.

WILL YOU RECEIVE ANY REWARDS FOR TAKING PART IN THIS STUDY?
You will be monetarily compensated for taking part in the study via a Knowledge Tree gift card to help them purchase educational items
for their future classroom. The study will approximately take 5 hours to complete (1 hour for the survey, 3 hours for the interview, and 1
hour for follow up via member checking of transcript). For each hour you spend in the study, you will receive ten dollars via the gift card.
Thus, if you drop out, you will be compensated for the number of hours completed. A maximum of fifty dollars will be earned for
participating in the study.

WHO WILL SEE THE INFORMATION THAT YOU GIVE?
We will make every eﬀort to keep private all research records that identify you to the extent allowed by law. Your information will be
combined with information from other people taking part in the study. When we write about the study to share it with other researchers, we
will write about the combined information we have gathered. You will not be personally identified in these written materials. We may
publish the results of this study; however, we will keep your name and other identifying information private.

CAN YOUR TAKING PART IN THE STUDY END EARLY?
If you decide to take part in the study you still have the right to decide at any time that you no longer want to continue.

ARE YOU PARTICIPATING OR CAN YOU PARTICIPATE IN ANOTHER RESEARCH STUDY AT THE SAME TIME AS PARTICIPATING IN
THIS ONE?
You may take part in this study if you are currently involved in another research study.

WHAT IF YOU HAVE QUESTIONS, SUGGESTIONS, CONCERNS, OR COMPLAINTS?
Before you decide whether to accept this invitation to take part in the study, please ask any questions that might come to mind now.
Later, if you have questions, suggestions, concerns, or complaints about the study, you can contact the investigator, Casey Gilewski at
cdglwski@memphis.edu or Dr. Nicole Thompson at nlthmpsn@memphis.edu. If you have any questions about your rights as a volunteer in
this research, contact the Institutional Review Board staﬀ at the University of Memphis at 901-678-2705. We will give you a signed copy
of this consent form to take with you.

What happens to my privacy if I am interviewed?

https://memphis.co1.qualtrics.com/ControlPanel/Ajax.php?action=GetSurveyPrintPreview
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Due to the demographic survey asking for identifying information, the participants will be given a pseudonym to ensure confidentiality. All
recordings, survey data, and field notes will be securely stored in a locked oﬃce, in a locked file cabinet, and on a password-protected
computer with no identifiable components. Any identifiable data will be stored separately from recordings and field notes in a locked filing
cabinet, in a locked oﬃce and on a password-protected computer.

I have read this informed consent document and the material contained in it has been explained to me. I understand each part of the
document, all of my questions have been answered, and I freely and voluntarily choose to participate in this study.

Consent
Do Not Consent

I am 18 years of age.
Yes
No

Please fill out the following basic history questions below.
Name
Pseudonym--Fake
Name that you would
like to be identified as
during the study
Age
Race/Ethnicity
Gender

Please fill out the following geographic history questions below.
Qualtrics Survey Software

1/27/16, 8:34 PM

Place of Birth
https://memphis.co1.qualtrics.com/ControlPanel/Ajax.php?action=GetSurveyPrintPreview

Places of Residence
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Places of Residence

Please identify the K-12 schools you have attended by stating the following: (1)
name, (2) location, (3) grades of school-elementary, etc., and (4) type of schoolpublic or private.
School 1
School 2
School 3
School 4
School 5
School 6
School 7
School 8
School 9
School 10

Please fill out the following education history questions below.
Year You Graduated
High School
Year You Entered
College
Current Academic
Major
Expected College
Graduation Date

Please identify the college you have attended by stating the following: (1) name, (2)
https://memphis.co1.qualtrics.com/ControlPanel/Ajax.php?action=GetSurveyPrintPreview
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location, (3) type of school-public or private, (4) major, and (5) if your transferred,
withdrew, or changed majors.
College 1
College 2
College 3
College 4
College 5
College 6
College 7
College 8
College 9
College 10

Please fill out the following education history questions below.
What grade and/or
subjects would you like
to teach after
graduation?
What Praxis exams
have you successfully
passed?
What geographical
location do you plan on
teaching in? (e.g. rural,
urban, suburban,
etc.)
What school district,
state, or country do
you plan on teaching
in?

A metaphor is a literary device that compares two things (i.e. He is a snake). Below
https://memphis.co1.qualtrics.com/ControlPanel/Ajax.php?action=GetSurveyPrintPreview
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compose a metaphor that describes what a teacher is and then explain why you
chose that metaphor.
Example: A teacher is a ________. I chose this because ________.

A metaphor is a literary device that compares two things (i.e. He is a snake). Below
compose a metaphor that describes what a teacher is NOT and then explain why
you chose that metaphor.
Example: A teacher is NOT a ________. I chose this because ________.

Powered by Qualtrics

https://memphis.co1.qualtrics.com/ControlPanel/Ajax.php?action=GetSurveyPrintPreview
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Appendix B
Interview Guide
Purpose: This interview is focused on understanding the preservice teacher’s reasoning
for wanting to become a teacher, from who or what this desire came from, and how these
individuals or experiences have shape their beliefs about teaching and learning.
•
•
•
•
•
•
•
•

•
•
•
•

Tell me what teaching is to you.
Tell me what learning is to you.
Describe what you believe to be the purpose of school.
Tell me what you believe about teaching.
Tell me what you believe about learning.
Describe how the school structure does or does not support your belief about
teaching.
Describe how the school structure does or does not support your belief about learning.
Take me back to when you decided that you wanted to be a teacher.
a. Possible Probes
• What was your reasoning?
• Who or what inspired you? How did they inspire you?
• Who or what positive influences did you have?
o How did this person or thing influence you?
• Who or what negative influence did you have?
o How did this person or thing influence you?
Tell me about a person in your school or an event that occurred in your PK-12
experience that shaped your views about teaching and learning.
How has this person or experience shaped how you teach and interact with students in
your current and future classroom placement?
How has your formalized teacher education program experience influenced how you
teach in your current and future classroom placement?
If you could go back in time, what is something that you wished was focused on more
in your teacher preparation program?
o What is something that you wished was focused on less in your teacher
preparation program?
o What would you add or take away from your formalized education program
experiences?
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Appendix C
Member Check Email
Dear Participants,
Attached to this email, you will find the transcript and audio from our interview.
Please listen and read over the transcript and perform a member check for the last stage
of this study. Member checking consist of listening and reading over your transcript and
clarifying, revising, editing, and adding to what you said during your interview. Please be
mindful that this interview was transcribed verbatim to the audio, so you will see umms,
noises, coughs, sneezes, breaks, etc. If there is anything you want changed, make in-text
track changes so I can see what was changed or added. If you wish for me to use the
transcript as is and do not wish to member check it, please reply via email and tell me to
use it as is. After you member check your transcript, please send me an email back and
let me know if you made in-text comments or for me use it as is. Lastly, when you send
back the member-checked transcript, please send me your mailing address so that I may
mail you your Knowledge Tree gift card.
Thank you again for participating in my dissertation research. I could not do this
research without you. I really appreciate it.
Casey Gilewski
Doctoral Student and Graduate Teaching Assistant
University of Memphis
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Appendix D
Email Invitation to Senior Level Preservice Teachers
Senior Level Preservice Teachers,
We are asking for your help in completing research on how prior experiences shape
preservice teachers’ beliefs about teaching and learning. The focus of this study is to
conduct life story interviews about your educational backgrounds and your future
classrooms interactions.
You are being asked to participate in a demographic survey and a 1.5 to 2 hours face-toface interview that will be recorded for analysis to identify how prior experiences shaped
your beliefs about teaching and learning. If you are willing to participate, please respond
to the email so that a time and place for the interview can be arranged.
Your participation is voluntary. Therefore, you may stop the interview at any time and
withdraw from the study. Due to the interviews being recorded and face-to-face, you will
create a pseudonym to ensure confidentiality and all recordings and field notes will be
securely stored with no identifiable components. However, only participants 18 years or
older may participate in this study. If willing to participate, you will receive ten dollars
via a Knowledge Tree gift card for each hour you spend in the study with a total amount
of fifty dollars for you to spend on your future classroom items.
The data collected from the interviews will be used to help us learn more about how prior
experiences shape traditional and non-traditional preservice teachers’ beliefs about
teaching and learning. In addition, this study is for the purpose of improving future
scholarship and to complete the dissertation requirement for the Ed.D degree.
Thank you,
Casey Gilewski
Doctoral Student
Instruction Curriculum Leadership
The University of Memphis
Ball Hall 415
Email: cdglwski@memphis.edu
Dr. Nicole Thompson, Ph.D.
Associate Professor
The University of Memphis
Ball Hall 415C
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Appendix E
IRB Approval
The University of Memphis Institutional Review Board, FWA00006815, has reviewed
and approved your submission in accordance with all applicable statuses and regulations
as well as ethical principles.
PI NAME: Casey Gilewski
CO-PI:
PROJECT TITLE: An Examination of How Traditional and Non-Traditional Preservice
Teachers’ Educational Experiences Shape Their Beliefs about Teaching and Learning
FACULTY ADVISOR NAME (if applicable): Nicole Thompson
IRB ID: #4015
APPROVAL DATE: 2/12/2016
EXPIRATION DATE: 2/12/2017
LEVEL OF REVIEW: Expedited
Please Note: Modifications do not extend the expiration of the original approval
Approval of this project is given with the following obligations:
1. If this IRB approval has an expiration date, an approved renewal must be in effect to
continue the project prior to that date. If approval is not obtained, the human consent
form(s) and recruiting material(s) are no longer valid and any research activities
involving human subjects must stop.
2. When the project is finished or terminated, a completion form must be completed and
sent to the board.
3. No change may be made in the approved protocol without prior board approval,
whether the approved protocol was reviewed at the Exempt, Exedited or Full Board level.
4. Exempt approval are considered to have no expiration date and no further review is
necessary unless the protocol needs modification.
Approval of this project is given with the following special obligations:
Thank you,
James P. Whelan, Ph.D.
Institutional Review Board Chair—The University of Memphis.
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Appendix F
Instructional Email about Dissertation Process
Dear Participants,
First, thank you very much for agreeing to participate in my dissertation research
study about how experiences shape preservice teacher beliefs about teaching and
learning. For this study, you will need to complete 3 parts: (1) the demographic survey,
(2) an interview, and (3) a member check of the interview transcript.
For the demographic survey, click on the following link and complete the 12-item
survey. Please have the survey completed before the interview. This survey should take
no longer than 20 minutes to complete.
Demographic Survey Link
For the interview, please supply me with 2-3 meeting dates and times that would
work for you during the weeks of March 21-April 15. Meetings can be conducted at
anytime and place that is good for you or we can have the meetings at the University. Just
let me know which you would prefer when you provide the dates and times.
After the interview, the interviews will be transcribed and I will give you a
transcript to read over. It will take approximately 2-3 weeks before these are sent after the
interviews. During this time, you will read over your transcript and be asked to member
check it by clarify, revising, editing, adding to, or removing parts from your transcript
that you do not wish me to use.
After I receive your finalized member checked transcript, you have completed the
study. At that time, I will mail you a Knowledge Tree gift card for $50; however, if you
withdraw from the study at anytime, you will only receive a gift card for the portions you
complete: The survey ($10), interview ($30), and member check ($10).
If you have any questions, please do not hesitate to ask. Once again, thank you
again for agreeing to participate in my dissertation research.
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